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Introduction
,

Title I of the Elementary and Secondary Education Act passed by

Congress in 1965 was the first educational legislation in history to call

for an evaluation at the local level to determine the effectiveness of

programs generated by federal funds. As such, it created tremen-

dous demands on the recipients of these funds.

Title I was put into effect almost overnight with the intent of

compensating for the limited experience of poor, deprived, and handi-

capped children. Most districts had little or no time to plan their

ESEA projects, much less to design project evaluations. R esearch

staffs and facilities were inadequate, and staff added subsequently did

not have the advantage of being involved from the start. Basic data

suddenly required were not available. Much had to be done to define

the scope of the evaluation task, to invent useful data gathering instru-

ments, and to secure information on short notice from those who were

deeply engaged in project operations. Yet, evidence of project activity

and effectiveness and evaluations capable of providing such evidence

were needed in order to gain congressional support for the fiscal year

1967-1968. It was no doubt with a 'sense of urgency thai Office of

Education decision makers searched for existent evaluation designs

and strategies.

The position taken by the big cities on ESEA evaluation was of

vii



special importance to the Office of Education. Most of these cities

operated with a considerable degree of independence from state and

federal guidelines. The big cities serve a relatively large number of

underprivileged students, and most possess research staffs presum-

ably capable of supporting a serious interpretation of the evaluation

clause of ESEA. Therefore, a knowledge of big-city evaluation activ-

ity was particularly important to 0.E. It was for this reason that the

Pittsburgh Evaluation Model Validation Project was amended to in-

clude a conference for discussion among research directors of some

of the big cities. Accordingly, a conference was held in Fort Lauder-

dale, Florida, December 27-30, 1966 with selected representatives

from the big cities, consultants, and 0. E. observors in attendance.

The organizing theme of the conference was the sharing of evalu-

ation assumptions and operational procedures. All parties to the con-

ference were surprised at their agreement on certain valuation pur-

poses although great variation in evaluation methodology obtained. On

the third and final day of the conference all participants agreed as to

the worth of a position paper which would attempt to summarize ard

explicate those areas of-agreement as well as document samples

of evaluation work in a number of big-city systems in an attempt to

better understand local evaluation strategy and intent. Evaluation

work ir two of the big-city systems involved the development and use

of evaluation models.
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'This publication resulted from the decisions described above and

is, accordingly, divided into three major areas: principles of evalua7

tion, evaluation based on theoretical models, and evaluation case

studies.



RINaPtES OF Ev 4ipAx*



Pari I

AN OVERVIEW OF ESEA EVALUATION



It is apparent that Title I evaluation can serve at least three

major purposes: quality control, cost benefit analysis, and improved

decision making. Quality control requires the establishment of pro-

cedures to monitor and modify programs so as to insure uniform

products which meet acceptable standards. Cost benefit analysis

examines the relationship between cost of a program and the value

of its products relative to the cost of other products of similar value.

Finally, improved decision making is possible when new sources of

information about either benefits, costs, program quality, or program

feasibility are at hand.

The last of these purposes of evaluation appears to be most

widely recognized to date. Yet, there seems to be general agreement

in the Office of Education that current information abortt Title I programs

is so minimal as to preclude even a description of Title 1 program

activity in most American schools. Information as to benefits, costs,

and program operations is simply not available. The possibility of

comparing educational programs on a cost effectiveness basis is still

but a Defense Department dream in the minds of a few Office of

Education executives.

The first purpose, the desire to maintain quality control stand-

ards for Title I projects through evaluation apparatus, appears to be

uppermost in the minds of a good many Office of Education staffers
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as well as the cause of continual effort and frustration. Generally,

Office of Education personnel have sought to insure program quality

by establishing categorical restrictions on fund use and by urging

that more sophisticated evaluation designs be incorporated in program

proposals.

This latter approach to evaluation assumes that school districts

will be more likely to attend to program quality if they know that

program products will be rigorously appraised. This strategy nec-

essarily emphasizes the definition of program outputs in quantified

terms suitable for use in experimental designs. In this strategy the

government has been abetted by "research types" in universities.
I

And herein lies an unrecognized paradox: as state and federal govern-

ment officers seek to encourage program quality by means of rigorous

product assessment, they may thwart quality control work at the only

point it will be effective--the local level. This local work is usually

of the process assessment type in which evaluators systematically

collect and weigh data descriptive of ongoing program activity.

The desirability of submitting both Title I products and processes

to evaluation so as to guide policy makers at the national level will

find universal support. However, it is our belief that process evalua-

tion for program improvement must occur at the local level before

national assessments of Title I can be meaningfUl.



All Title I programs are new programs in the sense that they are

new to the school district and tO most of .the personnel involved. These

programs are in a "becoming stage" for staff. Procedures must change

with experience. And as procedures change, as the possible and im-

possible are sorted out, goals must change too. Howerer, when goals

have been fixed, when students have been frozen into experimental and

control groups to satisfy rigorous evaluation designs which assume

stable treatments, the dynamics of essential program change are con-

stricted out of existence.

Education may be defined as the art of accurately predicting

changes in human behavior through applied social science. Because

methodology is uncertain and conditions are obscure, predictions are

often inaccurate. When dealing with underprivileged students, about.

whom we know even less than the average school.client, *our predic-

tions are notoriously =reliable. It follows that educational programs

devised for the underprivileged are unreliable. Programs with the

same name can differ more from class to class than do programs with

different names. Upon inspection, Miss Brown's remedial reading

program may turn out to be a group therapy class. Miss Smith's

therapy class may turn out to be a high school psychology lecture

series.

Clearly, the task defined by Title I legislation is to increase



education program payloads for the underprivileged and to prove it.

Before this is possible, however, we will have to improve our pro-

gram development procedures and know that we have improved them.

It is important to note that improvement in procedure is not always

immediately reflected in performance. For example, in aviation a

change in wing design may be ineffective until coupled with increased

horsepower. So in education a change in instructional material may

be inconsequential until coupled with a new mix of students or a new

teaching technique.

We must beable to demonstrate that procedures exist for the

improvement of programs resulting in educational benefit to the Under-

privileged. Some program development work in universities, regional

labs, and centers goes iorward. However, it is obvious that unless

massive aid is given to research in program development work, little

change in practice will be seen in this decade. That federal pOlicy -

reflects this reality can be in& -red from the emphasis being given to

Title III of ESEA. Title III is the "tinker and try" title of ESEA. How-

ever, the $75,000,000 available for Title III in 1966-1967 runs the

risk of dilution because it is being spread across the entire spec-

trum of the American public schools population in contrast to the

over a billion dollar Title I Program funds directed toward those

with greatest need. Furthermore, 0. E. s present policy appears to
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be to encourage Title III dissemination projects over developmental

projects. The assumption that something of value to disseminate exists

may in many cases not be warrantee because so few programs have

been properly developed.

Ultimately, programs will improve only if teachers, administra-

tors, and students in most of America's classrooms become involved

in a comprehensive effort to review and improve their work. Such an

effort requires a careful study of present procedures, a detailed

analysis of program events and their sequence, and the designing of a

series of small experiments to test the value of program components.

Shades of Action Research? Maybe. But there is considerable

evidence in both industry and education that only when personnel re-

sponsible for conducting a program are involved in its examination

and revision will the program improve and endure. To improve educa-

tional programs we must use Title I to give school personnel a sense

of freedom to admit error, to revise programs, and to creatively risk

failure secure in the belief that continuous program evaluation will

eventually provide success.

In this light, the fact that there has been little opportunity for

carefully planned Title I programs is not as serious as some have

claimed. Programs can be planned after they have begun. "In mid-

stream" program planning has the advantage of providing staff with
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information based on pragmatic consequence rather than speculation.

That is, classrooms become labs for culling program development in-

formation. Further, it becomes possible for an entire program staff

to contribute to a policy decision and thereby feel a. sen6e of responsi-

bility for its consequences. These benefits, of course, ensue only

when "in midstream" program planning is built in to a local Title I

effort--that is, when evaluation is interpreted to mean staff self-

evaluation and continuous program assessment.

The broadening of the superintendent's decision-making base to

include program staff decisions mair be viewed by so:ne as a loss
a'

of administrative power. On the contrary, one of the most important

considerations in an administrator's policy-making deliberations is

the amount of staff support a decision.will coMmand. For this reason,

superintendents often establish committees or councils as a sounding

board for policy prior to enactment. One great disadvantage of such

sounding boards is that they must react to a hypothetical issue without

benefit of total staff reaction to "the real thing." When a superintendent

can involve his entire staff in actual program revision and policy-

making experience, his decisions as the chief school officer are likely

to be realistic and enduring,

When Title I evaluation is used as a mechanism for the develop-

ment and improvement of school programs, it takes on the appearance

. -1 0-



of a staff training strategy. Staff activity includes systematic study

of program variables such as student entry behavior, student-teacher

interaction, pupil performance on interim tasks, and student and

teacher indices of attitude and satisfaction. Evaluation becomes a

vehicle for training staff to meet the changing demands of project

activity. Such training will eventually serve all information needs

for process and product evaluation. It also provides continuous data

on staff, pupils, and program for management decision making. It

reveals new il.dependent variables and stabilizes program variables,

both of which are essential to eventual program benefit analysis.

Judgment about program benefit can be based on product assessment

only when a program is stable--when it continues to be what staff and

administration think it is. The products of stable programs can be

compared only when ali of the factors which can change the product,

other than program, have been identified and taken into account. There .

fore, to expect to evaluate a program on the basis of its products be-

fore evaluating its processes will generally lead to fruitration and

failur ev,

Yet, process and product evaluation need not be incormiatible in

the same evaluation project. Only planning of event sequence and

patience are needed; Program developinent as a function of "in mid-

stream" planning and training must come first. Experimental design
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work must be deferred. To expect significant shifts in criterion scores

before the final form of a program has evolved, is to expect a cater-

pillar to fly.

When program is defined by staff as a changing dynamic which .

must undergo developmental stages of growth, it becomes possible to

understand, measure, and place a value on any program at any time

without compulsive reference to standardized achievement test scores

or other quantified criteria. Scores are not to be discounted in either

the short term or long term, but they must lose their sacredness as

the criterion of program effectiveness. Only when applied to the last

stages of program development are they meaningful, and then only mike.n

they are pari of an experimental design which makes provision for

many complex.factors.

Some officials in the Office of Education are obviously aware of

the need to de-emphasize short-term product assessment so that in-

ternal local evaluation processes may be employed to strengthen

programs. Yet pressure from the Congress and elsewhere may be

too great to resist. A similar pressure exists locally from political

action groups which in their desire to see tangible student benefits .

do themselves a disservice by ignoring the complex, maturational

nature of any new school program.
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Part IT

SUMMARY OF EVALUATION PRINCIPLES



Distinction Between Goals and Objectives

Good evaluation starts with a clear definition of goals, or long-

range educational aims. The goals of the educational enterprise are

the projected results of the individual programs which constitute the

entire enterprise: As such, goals are determined by the educational

institution in the context of community, society, and projected future

needs.

Objectives are the intermediate ends which lead to the realization

of goals. Thus they are of greater concern to the evaluation team than

are goals since the objectives provide the base's for the development of

programs as well as methods used to measure program effects. While

the value of program objectives is not a concern of the evaluation team,

the evaluation process may be used to clarify and define objectives,

and thereby increase their relevance and practicality.

Information 'Collection

Generally speaking, information collection includes the time

scheduling of information requirements, the selection and/or develop-

ment of appropriate instruments, a determination of sampling methods

to be used, the administration of instruments under standard con-

ditions, and 'related activities. Flexibility of methods, techniques, and

research design must be maintained so that they are appropriate for

each of the programs evaluated and for the particular stage at which.
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information is collected for each program.

The collection of information descriptive of an ongoing program is

an important early step in evaluation. The characteristics of students

entering a program, their competencies, attitudes, needs, and

interests, the special activities of students, teachers, and adminis-

trators partieipating in the programall these must be determined,

and the information should be quantified if possible.

Generally, adequate instruments do not exist for the description

and recording of student, teacher, and administrator behavior. Most

school districts must either distort phenomena to fit standardized

commercial instruments or must use ad hoc questionnaires without

evidence as to their reliability. In either case, a gross distortion of

fact is likely to result. Even the reporting of simple attendance figures

mak be subject to errors, especially if these data are collected and

summarized by a person who is more interested in artistry than in

statistics. Close attention must be given to the creation of forms for

supplying data and to the directions accompanying these forrns. If

accuracy is desired, the collection and tabulation of statistical data

Should be an established procedure controlled. by the evaluator.

Summary reports prepared by somebne else may not stand actual

s crutiny.
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Information Reporting

Once information has been collected, the evaluator is responsible

for the compilation of data and the production and editing of evaluation

reportss including the necessary tables ane graphs. The report

forme may be a joint undertaking of the evaluation and operations unit.

Complete evaluation reports or appropriate summaries should be

distributed to all participating distro,:., personnel, district adminis-

trators, board members, state and federal agencies, and other

interested groups. The feedback of evaluation information to the

field staff, particularly to teachers, is of vital importance.

Thede diverse groups may require reports written for different

purposes. The Superintendent and Board may have interests in an

evaluation quite different from those of a program staff. Public

special interest groups may be concerned only with the success of

special groups of children, and they may narrowly define succesi as

dramatic changes in performance on standardized tests. Students

themselves may apply very different but reasonable criteria to the

evaluation program: their own interests, enthusiasm, and attitude

toward school. The parents of these children may have similar evalu-

atibn interests.

Regardless of the purpose of the report, the timing of dissemi-

nation is crucial. Evaluation reports, perfect though they may be,

submitted one year or even one day after a program has been refunded

-17-



are of little value to teachers and administrators and of little interest

to anyone else. A perceptive but unsophisticated report that does not

follow the canons of academic research may be subject to scholarly

criticism, but is of more value when submitted in time to effect

changes in an ongoing program than is a technically perfect report

submitted too late. Quality in written reports is highly desirable, but

the report must also be made available in time to influence persons

party to or interested in the public schools.

Elements of Support Necessary to Evaluation

Climate

Probably more important than any other single fa.ctor to the suc-

cess of evaluation is that there be a climate which encourages investi-

gation throughout the school system. Many evaluation efforts fail, or

succeed only minimally, because teachers and administrators lack

understanding of, anA therefore commitment to; the role of reSearch

in education. Instruction in the rationale for evaluation, research

procedures, data processing, and data usage must be provided in such

a way as to truly involve all sectors of the school system in the evalu-

ative effort. Such in-service training would help to keep alive a

conscious awareness of common purpose; such awareness, unfortu-

nat-ily, often .becomes submerged in the day-to-day operations of

diverse programs.

-18-
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A climate which encourages inquiry can make evaluation a continu-

ing activity and an integral part of the educational process. Teachers

should he encouraged to raise critical questions and then search for

answers in systematic ways. The more active teachers are in evalu-

ation, the more likely pupils are to evaluate their own work. Only if

the spirit of inquiry is established and maintained will teachers, ad-

ministrators, and pupils be convinced of the value of filling out another

time-consuming questionnaire. Certainly, the 'validity of evaluative

data is open to serious question if they have to be gathered by forced

intervention.

Administrative Philosophy and Structure

Basic to a good climate for thoughtful inquiry in education is an

administrative philosophy that is committed to evaluation. Today con-

tinuing evaluation of established programs is needed, as well as evalua-

tion of projects that are experimental or innovative in nature. Procedures,

methods, facilities, and learning materials need to be regarded as means

to an end, and subject to continual improvement. It may well be that

existing programs that were good in other times or under different

conditions no longer yield the same benefits for pupils they once did.

More enlightened doubt about present practices will lead to more con-

victions and more innovations.

Also embodied in this philosophy is the disposition to establish

two-way communication with concerned public and professional personnel;

-19-



to recognize and use findings of previously t.tompleted research of

other cities and other agencies; and to cooperate in common research

projects of other large cities.

There are a variety of school district administrative arrangements

that lend themselves to the assumption of the responsibilities attendant

to the dev elopment, operation, and evaluation of educational programs.

A school district may use its existing administrative organization, it

may establish a separate evaluation unit, or it may contract with an

outside agency.

Whatever the structure decided upon, the research director should

be organizationally placed so that he is able to interact freely and fre-

quently with associate superintendents or ether line and staff personnel

who are able to mobilize the resources of the school district both within

and across organizational substructures. He should also have immediate

access to the general superintendent of schools or persons equally em-

powered to render final judgments. Moreover, these relationships should

be characterized by a high degree of mutual professional trust;

The evaluation unit itself should not be subordinate to those in charge

of the program being evaluated. Evaluation petsonnel should serve in a

itaff or adviiory capacity to project personnel rather than reporting

"in line" to them. Such organizational placement is essential in order

for independent, valid evaluations to be obtained.



saigat

Administrative philosophy and structure play an important role

in insuring that adequate funds are supplied for evaluation activity,

although just what adequate budget is cannot be prescribed. Some

cities are presently using about 3 percent of total ESEA Title I funds

for evaluation purposes. Certainly 5 percent of such funds could be

considered reasonable. In fact, evaluation on a broad scale, applying

to regular school programs as well as to innovative ones, would be

greatly enhanced if that percentage of the school system's total opera-

tional budget were scheduled to research--including the associated

aspects of evaluation, development, and demonstration.

Regardless of the amount, an important budget consideration in

research is internal flexibility. There need to be opportunities to make.

changes within a total allocation to provide 'lands for special contin-

gencies--contract services, in-service training, new learning materials,

unusual equipment, and developmental work for the exploration of new

ideas.

Personnel

Adequate budget, in part, provides for adequate personnel. A

crucial need exists for well-trained research and *evaluation personnel

who are senstive to the sociological, psychological, political, and

economic demands of our society so that they may be of maximum help

in context assessment; who are iechnically competent in research,
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statistics, and measurement to assist with input assessment; who are

administratively skilled in working interpersonally with a wide variety

of general and technical personnel to assist in process assessment;

and who are professionally sensitive to the problems of the schools

in our present society to assist with product evaluation and policy

making.

In vieW of this great need, those persons already within a school

system, who know it well from practical experience, need to be en-.

couraged to develop their research interests through further training

with the knowledge that there will be opportunities for leadership in

research and evaluation' in their school systems. Present research

staff should be up-graded through internship programs. Persons

trained in academic research who are brought into the schools must

be trained again--in the practical use of their theory under noncontrolled

conditions. Formal course work in methodology of research and sta-

tistical techniques is a necessary aid to evaluation, but university

credits and degrees do not make a research worker or an evaluator

unless they are combined with the ability to apply these skills in a

public school setting.

Facilities

Not only does adequate budget provide for personnel, it must also

include provisions for facilities. With an operation as extensive and

42-



complex as evaluation has become, many things are required: offices,

office machines of all types, warehouses and storage space; conference

rooms, and space for experimental utilization of equipment materials

and methods. Since these kinds of facilities are usually available in

one form or .another, attention must now be turned to a more crucial

present need--improved school system facilities and capacities for in-

formation management.

Retrieval of information for analysis is becoming more difficult

as the volume of relevant data increases. Special data processing

systems should be planned and made operational for exclusive use in

managing information related to instruction. Such systems must be

sophisticated enough to employ efficient methods for data collection and

use. Random access capabilities are required so as to be able to draw

from vast data banks of pupil, teacher, and school system information.

Effective evaluation and communication are dependent upon a com-

petent technology. Methods of data retrieval and storage currently in

use are hopelessly antiquated. For example, much information is

presently available on all students, including testing results, teacher

evaluations, counselor records, extracurricular interests, and family

histories. .Yet because such data are recorded on so many forms and

stored in so many different places, they are difficult, if not impossible

to retrieve. Computer technology is absolutely ei;sential for the utilization

of all information sources. Only through an adequate data processing

.Z1.



system can all potential and existing information be collected, synthesized,

made immediately accessible, and utilized to fullest advantage.

,New Directions

A desirable outcome of required federal program evaluation in large

school systems is the movement toward the formal eNialuation of all in-

structional programs. Through experience with Title I evaluations, it

has become apparent that the usefulness of these evaluations is limited

due to the iack of comparable information about all other instructional

programs. This problem is especially, acute in the larger school systems

where it is impossible to partial out the effects of one project on a person

who is being subjected to multiple influences from a variety of projects.

Furthermore, interventions such as ESEA ultimately affect all other

elements of the school system. These overall effects cannot be assumed

to be uniformly positive. Therefore, there is a demonstrated need for

continuous system-wide evaluation of all educational programs by a single

research and evaluation office.

There is need for caution on the part of those who believe that re-

search units will suddenly realize their potential for research and evalua-

tion. Time, trained minds, and adequate supporting staff and facilities

are all needed if significant and helpful service is to be given. It probably

is worth repeating that in the process of solving evaluation problems,

more problems will be discovered. Ultimately, however, each school

district in America should be able to boast the benefits of a well defined
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and unified research and evaluation function--be it performed by one man

or a large /lief. Title I of the 1965 ESEA may be forgotten as a poverty

act but long remembered as the source of systematic self-appraisal in

America's schools.
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Chapter Z *.

EVALUATION BASED ON THEORETICAL MODELS



Part I .'

Ti-IE COLUMBUS EVALUATION PROGRAM



I. THE EVALUATION CENTER AND ITS PRINCIPLES OF OPERATION

Introduction: A Collaborative Relationship in Evaluation

The evaluation program currently being conducted in Columbus,

Ohio, is a collaborative effort between the Ohio State University's

Evaluation Center and the Columbus Public Schools. The collabo-

ration is based on joint support by the University and*Columbus Public

Schools, with each organization contributing both funds and personnel

to the effort. The evaluation program is focu.sed on Columbus' Title I

program established under the Elementary and Secondary Education

Act Of 1965.

AI might be expected in such a collaboration between university

and public agencies, the three-year project has several general

purposes, designed to meet the particular needs àf both organizations

involved. Among these purposes are:

first, to provide to the Columbus Schools information to design,0
operate, and assess the impact of the Title I program and to Make

appropriate evaluation reports to the State Department of Educa-

tion and the U.S. Office of Education;

second, to give to the Columbus SChools a core of persons experi-

enced and trained in evaluation, so that the school system can

staff an evaluation agency within the system;

third, to provide the Evaluation Center with an opPortunity.to
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develop and test techniques, instrumentJ, and designs for

evaluation;

and fourth, to provide the Evaluation Center with a laboratory to

practice in the public schools.

The general strategy for the evaluation program in Columbus has

two major components. First, it includes the conduct of research and

development in evaluation. Second, by using staff from OSUEC and

personnel on leave from the Columbus Public Schools, it includes

simultaneously provision of evaluation information for an ongoing

Title I program in a school environment. Persons from OSUEC and

Columbus Public School personnel gather data on the context within

which projects operate, on the operation of projects from day to day,

and on the impact of projects on the behavior of inner-city students.

At the same time, the staff members are involved in research and

development in evaluation and are being trained to take a position of

leadership in evaluation upon joining or rejoining the school system.

The Role of the Evaluation Center in the Columbus Pro'ect

The Evaluation Center is an agency of the Ohio State University's

School of Education dedicated to advancing the science of evaluation.

As conceived by the Center, evaluation is the process of providing

information which is essential to decisions made in Planning, program-

ming, and implementing activities to meet educational goals. The

.32.
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Center has the following as its objectives: (I) to study planning and

evaluation in education; (2) to develop models and methods for evalu-

ation project designs, project activities, and project outcomes;

(3) to develop methods and materials for implementing evaluation

programs; (4) to diffuse information related to evaluation; (5) to help

practitioners effectively use evaluation designs and tools; and (6) to

provide instruction in evaluation. These objectives are reflected in

the major activities of the Center which include research, development,

training, diffusion; and limited service in evaluation.

A Conceptual Model of Evaluation

The evaluation efforts undertaken in the Columbus project were

guided by a model formulated by Dr. Daniel Stufflebeam, Director of

the Evaluation Center. This model is based on the concept that the

purpose of evaluation is to provide information for makinadesisions.

Pupil attainments are measured for detecting problems and specifying

objectives in proposals for financial assistance; funding agencies

obtain the judgments of experts about the quality of proposals before

deciding to fund or reject them; project managers obtain progress

reports before deciding to modify plans or procedures in process;

legislative bodies require data about the effectiveness of programs

before deciding to continue, discontinue, or change the level of funding

for such programs. These examples illustrate that kerdecision

.33.
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makers in a change such as the Columbus program process continually

need valid evaluative information. To serve such decision making

requirements effectively, evaluation must be valid (homomorphic to

the variables of interest), reliable (reproducible), timely (available

when the decision maker needs it), credible (trusted by the decision

maker and those he must serve), and accessible (available to those who

have a need to know).

Since there are many kinds of decisions associated with and re-

lated to change activities, there are also different types of evaluaticn.

The nature of decisions involved in planning and implementing change

activities encompasses four general types of decisions and suggests

that the needed evaluation may be conveniently divided into four

generalized stages. These stages--context, input, _process..? and

2nros...lust--comprise the CIPP EVALUATION MODEL, which is depicted

in Figure 1.

Context Evaluation

The first stage of the CIPP Model is context evaluation. Its

major objective is to locate, delineate, and assess the importance of

Problems and needs in the environment where change is to occur.

This is accomplished through determining, measuring, and analyzing

the total system within which change is to occur. It focuses upon the

setting and ranking of objectives for a system, the intended outputs,

.34.



J
U
N
E
 
1
9
6
7

D
A
N
I
E
L
 
L
.
 
S
T
U
F
F
L
E
S
E
A
M

O
B
J
E
C
T
I
V
E

M
E
T
H
O
D

R
E
L
A
T
I
O
N
 
T
O

D
E
C
I
S
I
O
N
-

.

M
A
K
I
N
G
 
I
N
 
T
H
E

C
H
A
N
G
E
 
P
R
O
C
E
S
S

T
H
E
 
C
I
P
P
 
E
V
A
L
U
A
T
I
O
N
 
M
O
D
E
L

A
 
C
l
a
s
s
i
f
i
c
a
t
i
o
n
 
S
c
h
e
m
e
 
o
f
 
S
t
r
a
t
e
 
i
e
s
 
f
o
r
 
E
v
a
l
u
a
t
i
n

E
d
u
c
a
t
i
o
n
a
l
 
C
h
e
n
 
e

C
O
N
T
E
X
T
 
E
V
A
L
U
A
T
I
O
N

I
N
P
U
T
 
E
V
A
L
U
A
T
I
O
N

P
R
O
C
E
S
S
 
E
V
A
L
U
A
T
I
O
N

P
R
O
D
U
C
T
 
E
V
A
L
U
A
T
I
O
N

T
o
 
d
e
f
i
n
e
 
t
h
e
 
o
p
e
r
a
t
i
n
g

T
o
 
i
d
e
n
t
i
f
y
 
a
n
d
 
a
s
s
e
s
s

s
y
s
t
e
m
 
c
a
p
a
b
i
l
i
t
i
e
s
,

T
o
 
i
d
e
n
t
i
f
y
 
o
r
 
p
r
e
d
i
c
t
,

i
n
 
p
r
o
c
e
s
s
,
 
d
e
f
e
c
t
s
 
i
n

T
o
 
r
e
l
a
t
e
 
o
u
t
c
o
m
e
 
i
n
-

c
o
n
t
e
x
t
,
 
t
O
 
i
d
e
n
t
i
f
y

a
n
d
 
a
s
s
e
s
s
 
n
e
e
d
s
 
i
n
 
t
h
e

f
o
r
m
a
t
i
o
n
 
t
o
 
o
b
j
e
c
t
i
v
e
s

a
v
a
i
l
a
b
l
e
 
i
n
p
u
t
 
s
t
r
e
t
-

t
h
e
 
p
r
o
c
e
d
u
r
a
l
 
d
e
s
i
g
n

o
r
 
i
t
s
 
i
m
p
l
e
m
e
n
t
a
t
i
o
n
,

a
n
d
 
t
o
 
m
a
i
n
t
a
i
n
 
a

r
e
c
o
r
d
 
o
f
 
2
.
.
.
s
e
L
.
.
.
l
u
r
a
l
r
o

e
v
e
n
t
s
 
a
n
d
 
a
c
t
i
v
i
t
i
e
s
.

a
n
d
 
t
o
 
c
o
n
t
e
x
t
,
 
I
n
p
u
t
,

a
n
d
 
p
r
o
c
e
s
s
 
i
n
f
o
r
m
a
t
i
o
n
.

c
o
n
t
e
x
t
,
 
a
n
d
 
t
o
 
i
d
e
n
t
-

I
f
y
 
a
n
d
 
d
e
l
i
n
e
a
t
e

p
r
o
b
l
e
m
s
 
u
n
d
e
r
l
y
i
n
g
 
t
h
e

l
a
s
s
,
 
n
d
 
d
e
s
i
a
n
s
 
f
o
r

i
m
p
l
e
m
e
n
t
i
n
g
 
t
h
e

s
t
r
a
t
e
g
i
e
s
.

n
e
e
d
s
.

T
o
 
d
e
s
c
r
i
b
e
 
i
n
d
i
v
i
d
-

u
a
l
l
y
 
a
n
d
 
i
n
 
r
e
l
e
v
a
n
t

p
e
r
s
p
e
c
t
i
v
e
s
 
t
h
e
 
m
e
j
o
r

s
u
b
s
y
s
t
e
m
s
 
o
f
 
t
h
e
 
c
o
n
-

t
e
x
t
;
 
t
o
 
c
o
m
p
a
r
e
 
a
c
t
u
-

a
l
 
a
n
d
 
i
n
t
e
n
d
e
d
 
i
n
p
u
t
s

a
n
d
 
o
u
t
p
u
t
s
 
o
f
 
t
h
e
'

s
u
b
s
y
s
t
e
m
s
;
 
a
n
d
 
t
o
 
a
n
-

a
i
y
z
e
 
p
o
s
s
i
b
l
e
 
c
a
u
s
e
s

o
f
 
d
i
s
c
r
e
p
a
n
c
i
e
s
 
b
e
-

t
w
e
e
n
 
a
c
t
u
a
l
i
t
i
e
s
 
a
n
d

i
n
t
e
n
t
i
o
n
s
.

T
o
 
d
e
s
c
r
i
b
e
 
a
n
d
 
a
n
a
-

l
y
z
e
 
a
v
a
i
l
a
b
l
e
 
h
u
m
a
n

a
n
d
 
m
a
t
e
r
i
a
l
 
r
e
s
o
u
r
c
-

e
s
,
 
s
o
l
u
t
i
o
n
 
s
t
r
a
t
e
-

g
i
e
s
,
 
a
n
d
 
p
r
o
c
e
d
u
r
a
l

d
e
s
i
g
n
s
 
f
o
r
 
r
e
l
e
v
a
n
c
e
,

f
e
a
s
i
b
i
l
i
t
y
 
a
n
d
 
e
c
o
n
-

o
m
y
 
i
n
 
t
h
e
 
c
o
u
r
s
e
 
o
f

a
c
t
i
o
n
 
t
o
 
b
e
 
t
a
k
e
n
.

T
o
 
m
o
n
i
t
o
r
 
t
h
e
 
a
c
t
i
v
i
*

t
y
'
s
 
p
o
t
e
n
t
i
a
l
 
p
r
o
c
e
d
-

u
r
a
l
 
b
a
r
r
i
e
r
s
 
a
n
d
 
r
e
-

m
a
i
n
 
a
l
e
r
t
 
t
o
 
u
n
a
n
-

t
i
c
i
p
a
t
e
d
 
o
n
e
s
.

T
o
 
d
e
f
i
n
e
 
o
p
e
r
a
t
i
o
n
a
l
l
y

a
n
d
 
m
e
a
s
u
r
e
 
c
r
i
t
e
r
i
a

a
s
s
o
c
i
a
t
e
d
 
w
i
t
h
 
t
h
e
 
o
b
-

j
e
c
t
i
v
e
s
,
 
t
o
 
c
o
m
p
a
r
e

t
h
e
s
e
 
m
e
a
s
u
r
e
m
e
n
t
s
 
w
i
t
h

p
r
e
d
e
t
e
r
m
i
n
e
d
 
s
t
a
n
d
a
r
d
s

o
r
 
c
o
m
p
a
r
a
t
i
v
e
 
b
a
s
e
s
,

a
n
d
 
t
o
 
i
n
t
e
r
p
r
e
t
 
t
h
e

o
u
t
c
o
m
e
s
 
I
n
 
t
e
r
m
s
 
o
f

r
e
c
o
r
d
e
d
 
i
n
p
u
t
 
a
n
d

p
r
o
c
e
s
s
 
i
n
f
o
r
m
a
t
i
o
n
.

P
r
o
v
i
d
e
s
 
i
n
f
o
r
m
a
t
i
o
n

f
o
r
 
d
e
c
i
d
i
n
g
 
u
p
o
n
 
t
h
e

s
e
t
t
i
n
g
 
t
o
 
b
e
 
s
e
r
v
e
d
,

P
r
o
v
i
d
e
s
 
i
n
f
o
r
m
a
t
i
o
n

f
o
r
 
s
e
l
e
c
t
i
n
g
 
s
o
u
r
c
e
s

P
r
o
v
i
d
e
s
 
i
n
f
o
r
m
a
t
i
o
n

f
o
r
 
i
m
p
l
e
m
e
n
t
l
i
q
L
 
a
n
d

P
r
o
v
i
d
e
s
 
i
n
f
o
r
m
s
t
i
o
n

f
o
r
 
d
e
c
i
d
i
n
g
 
t
o
 
c
o
n
t
l
n
-

o
f
 
s
u
p
p
o
r
t
,
 
s
o
l
u
t
i
o
n

1
.
9
.
1
1
P
.
1
2
2
.
1
1
1
2
-
E
l
a
l
l
a
t
t

d
e
s
i
g
n
 
a
n
d
 
p
r
o
c
e
d
u
r
e
,

u
e
,
 
t
e
r
m
i
n
a
t
e
,
 
m
o
d
i
f
y
,

t
h
e
 
g
o
a
l
s
 
a
s
s
o
c
i
a
t
e
d

s
t
r
a
t
e
.
l
e
s
,
 
a
n
d
 
p
r
o
.

o
r
 
r
e
f
o
c
u
s
 
a
 
c
h
a
n
g
e

w
i
t
h
 
m
e
e
t
i
n
g
 
n
e
e
d
s
,

a
n
d
 
t
h
e
 
o
b
'
e
c
t
i
v
e
s
 
a
s
-

c
e
d
u
r
a
l
 
d
e
s
i
g
n
s
,
 
i
.
e
.
,

f
o
r
 
p
r
o
g
r
a
m
i
n
g
 
c
h
a
n
g
e

a
c
t
i
v
i
t
i
e
s
.

i
.
e
.
,
 
f
o
r
 
e
f
f
e
c
t
i
n
g

p
r
o
c
e
s
s
 
c
o
n
t
r
o
l
.

I

a
c
t
i
v
i
t
y
,
 
a
n
d
 
f
o
r
 
l
i
n
k
-

i
n
g
 
t
h
e
 
a
c
t
i
v
i
t
y
 
t
o

o
t
h
e
r
 
m
a
j
o
r
 
p
h
a
s
e
s
 
o
f

t
h
e
 
c
h
a
n
g
e
 
p
r
o
c
e
s
s
,

i
.
e
.
,
 
f
o
r
 
e
v
o
l
v
i
n
g

'
c
h
a
n
g
e
 
a
c
t
i
v
i
t
i
e
s
.

s
a
t
i
a
t
e
d
 
w
i
t
h
 
s
o
l
v
i
n
g

p
r
o
b
l
e
m
s
,
 
i
.
e
.
,
 
f
o
r

p
l
a
n
n
i
n
g
 
n
e
e
d
e
d

c
h
a
n
g
e
s
.

F
I
G
U
R
E

I



Columbus
Page 6

differences between intended and actual outputs, and relationships

between intended and actual outputs, and relationships between actual

inputs and outputs. It thus pinpoints needs and further suggests

problems of system design or operation which underlie a state of need.

In the change process, context evaluation provides information for

deciding upon the appropriate point of entry to the change process.

Decisions based upon context evaluation usually result in problem

statements contained in proposals in certain critical areas.

Input Evaluation

To determine how to cope with the identified needs and problems,

it is necessary to conduct an input evaluation. The objective of input

evaluation is to identify possible solution strategies or coping mecha-

nisms and to forecast their strengths and weaknesses for solving the

specified problem within the relevant operating context. Input evalu-

ation is guided by the point of entry to the change process suggested

by context evaluationwhether research, 'development, .diffusion, or

adoption activities are most appropriate. The method of input evalu-

ation is to determine the relevance of alternativl courses of action to

the problem of interest, their potential procedural barriers, the

possibility of overcoming and the consequences of not overcoming the

procedural impediments, and the benefits and costs of overcoming

them. In the change process, input evaluation provides information for
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deciding.upon program strategies and tactics. Decisions based upon

input evaluation usually result in the specification of program objec-

tives, procedure, schedule, and.budget by the proposing agency and in

determinations of whether and at what level to fund the proposal by the

potential funding agency.

Process Evaluation

Once a planned course of action has been chosen and approved

and the implementation of the plan has begun, process evaluation is

needed to provide periodic feedback to project administrators and

others responsible for continuous control and refinement of pl.ans and

procedures. The objective of process evaluation is to detect or predict,

during implementation stages, defects in the design or its implemen-

tation. The overall strategy is to identify and monitor, on a continuous,

molar, noninterventionist basis, the potential sources of failure in a

project. Roger Barker has recently characterized this approach as

tranducer inquiry in an ecological context.* Here, the evaluator

does not exercise experimental control over the situation, nor does

he manipulate it in any way. He accepts it as it is and as it evolves,

ind monitors the total situation as best he can by focusing his most

sensitive noninterventionist data collection techniques on the most

*Barker, Roger G. "Explorations in Ecological Psychol-
.

ogy, "Arnericaniolo ist, January 1965; 20, 1-14.

-.37..
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crucial aspects of the project. Such evaluation is rnultivariate, and

not all of the important variables can be specified before a project is

initiated. The procesi evaluator focuses his attention on theoretically

important variables, but he also remains alert to. any unanticipated but

significant events. Under process evaluation, information is collected

daily, organized systematically, analyzed periodically (e. g. , weekly),

and reported is often as project personnel require such information

(e. g. , monthly). Project decision makers are thereby provided with

information needed for anticipating and overcoming procedural diffi-

culties. A record of process information is kept for interpreting

project outcomes, and in longer projects, an updating of context infor-

mation--providing a dynamic baseline of needs--is a part of the process

evaluation. In the change process, process evaluation thus provides

information for insuring quality control in the immediate and subsequent

implementation and refinement of plans.

Product Evaluation

At the end of the project or at other predetermined times, product

evaluation is needed for determining the effectiveness of the project.

The objective of product evaluation is to relate outcomes to objectives

and to'context, input, and process, i.e., to measure and interpret

outcomes. The Method is to define operationarcriteria and measure

these as associated with the objectives of the activity; to compare

-38-
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these measurements with predetermined standards, ot comparative

bases; and to make rational analyses and interpretations of the outcomes

in terms of the recorded context, input, and process information. In

the change process, product evaluation provides information for de-

ciding to not change, oi continue, terminate, modify-, or refocus a

change activity, and for linking the activity to other major phases of

the change process. A product evaluation might show that objectives

had been satisfactorily achieved and that a developed innovation can be

continued or is ready to be diffused to schools which need such an in-

novation (depending, of course, on the decision rules of decision

makers). In another case, product, context, and process evaluation

could show that while an objective had not been satisfactorily achieved,

several components of the program might function differently in another

instance.

From this overview of the CIPP model it can be seen that evalu-

ation activities differ greatly in context, input, process, and project

assessment phases of the total evaluation process. Both evaluation

designs and evaluation instruments vary from step to step in their

applicability and relative effectiveness in Providing information. Many

diverse types Of information are needed'thioughout the decision-making

process, and a multitude of different institutional and value constraints

(such as vested interests) limit the ability of evaluation to gather that

information. In addition, certain of the information may have existed

-39..
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prior to the evaluating effort. Such a model, therefore, demands that

(1) the model be linked closely to the decision process in the program

it serves, and (2) the evaluator work intimately with the decision

maker(s).

Evaluation and the Decision Process in TitleLprograms

The Title I program is designed to increase the education opportu-

nities, experiences, and attainment of disadvantaged children through-

out the nation by adding provisional services to them through local

educational agencies. National objectives are an integral part of the

program's focus as is broad control oirer the program's existence

and support. Yet the Title I effort is specifically controlled and coor-

dinated at the state level and is implemented at the local level. Thus,

the decisions for which evaluation information must be supplied will be

made at local, state, and national levels.

The loops in Figure 2 illustrate the general decisions and functions

of evaluation as they may exist in programs which involve local-state-
-

national cooperation. A set of feedback control loops delineate the

national cooperation. A set of feedback control'loops delineate the

flow of evaluation information to levels of decision makers. The loop

at the right of Figure 2 .,:,Jws local school activities; the intermediate

loop, state activities; and the left-hand loop, federal activities.

Block 1 portrays the local school district's program. This is the
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iocal context from which needs for, educational change emerge and

within which the changes to meet these needs must ultimately occur.

It includes both the intended and actual inputs of the system (e. g. , the

learners, curriculum, staff, organization, policies, finances, physical

facilities, and school-community relations), and the intended and actual

outputs of the system (i. e., the cognitive, psychological, and social

functioning of its students and alumni).

Proceeding to the right of Block 1, information collection is

depicted by the first segment.of the curved line. This collection

occurs at the local school level and is essentially objective. Interpre-

tations of the information are not relevant here, but rather the system-

atic collection of all information (context, input, process, and product)

needed for later decisions at local, state, and federal levels. The

local education agency might independently collect context information,

and/or it might participate in statewide or national context evaluation,

e. g., statewide testing programs, Project Talent, National Assessment.

In collecting input information, the local education agency probably

would seek evidence from outside the system about potential solution

strategies not previously employed within the hystem, but information

about potential solution strategies which had previously been tried in

the systern could also, and would probably, be collectedlocally.

Process information about a program would be collected daily within the

system. Product information Usually would be collected in the local

-41-



F
E

E
D

U
A

C
K

 u
m

 L
O

O
P

: R
A

D
IA

T
IO

N
 I

11
11

[R
A

LI
IS

O
P

P
O

S
T

E
O

 E
N

C
O

M
IA

!,
P

R
O

M
O

S

1:
16

30
41

M
M

 O
rE

32
A

nb
in

13
.

te
de

re
l c

rit
te

is
 4

81
6

12
.

1
S

IA
M

R
ia

r-
st

ai
st

D
re

N
ne

iN
G

IM
P

LE
M

E
N

T
A

T
IO

N

ib
irt

sc
le

rs
1 

va
rr

et
en

t
A

iw
a 

50
 s

it&
 h

ef
ed

av
eo

is
au

ce
tio

n

11
.

It
iF

oc
im

A
T

IO
N

PR
oc

E
ss

on
ts

44
'4

41
4 

(A
la

i*
 4

ra
ls

La
1C

A
L.

'P
R

O
G

R
A

M
 C

IE
R

IC
IV

A
IS

(1
...

4:
::E

m
sh

rr
iv

ric
e.

a)
5.

kc
al

M
ae

&
da

is
. 4 6.

o
IN

IP
O

U
N

IA
11

01
4

F
IG

U
R

E
 2



Columbus
Page 13

setting alone at the beginning of a change activityto provide bench-

marks--and thereafter on an annual basis.

Block 2 shows the organization of information. Here information

would be coded in accordance with a predetermined format, processed

(e. g. , keypunched), and filed regularly.

At Block 3, information collected at Block 2 would be analyzed in

accordance with decision-making requirements for (1) focusing planned

changes through identifying, explicating, and ranking local system

needs (context reports); (2) planning strategies and tactics for effecting

needed changes (input proposals); (3) directing change activities

(process reporis); and (4) continuing, evolving, and refocusing change

activities (product reports). Information for context reports to the

board of education and school administration woUld be analyzed

infrequently (Perhaps annually or as infrequently as quinquennially) to

identify and assign priorities to local needs. Input information to

accompany requests for internal or external support would be analyzed

in the local system Whenever long-range or short-range planning would

be needed for seeking solutions to local system needs. Once change

activities were initiated at the local level, process information would

be analyzed frequently for reports of project staff to determine whether

potential sources of failure were actually failing, procedures were

following the project design, Projects were on schedule, resources

were adequate, and the procedural design or its implementation should
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be modilted. (This information could also help to diagnose outcomes

once they were determined. ) Product information would be analyzed

infrequently for reports to the school administration and the state

education department to assess the overall effectiveness of the project

in meeting its general goals and thus to provide information for reas-

sessing the context, i. e. , how have the problems and needs in the

local system been modified as a result of the complete change activity?

Block 4 denotes program decisions made at the local level. Local

school decision makers (including the board of education, superintendent,

principal, supervisor, and/or project director) would use the evaluative

reports from Block 3 to make decisions required in focusing, planniag,

implementing, and evolving change activities. The board of ec37-ication

and school administration would make decisions to focus and set

priorities for change activities, and they would be aided greatly in this

by access to context evaluation reports. These persons, together with

a project director, would use input evaluation information for making

decisions required in planning, scheduling, staffing, and funding needed

programs. Following an initial context and input evaluation and the.

introduction of a change activity, project personnel would use process

evaluation rsports to make decisions required in managing a 'change

activity. At infrequent intervals, e. g., annually, the administration

would need to decide whether to Continue, expand, contract,' or discon-

time the change activity. While product evaluation reports are
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important for assisting in such decisions, it should be noted that they

also are invaluable aids for justifying such decisions to public and staff

and for honoring those who are responsible for the successes. This

probably accounts for product evaluation having reached a level of

development and use which is much higher than that for context, input,

or process types of evaluation.

The decisions made at Block 4 would be implemented at Block 5,

and the school program would undergo frequent morlification back at

Block I. This cycle is continuous. Evaluation reports would be pre-

pared as often as decision makers in the local school needed them for

program examination, planning, control, and evolution.

Returning to Block 3, product reports for the state education

department would be prepared annually (or as often as required) by

all public school districts in the state. At Block 6, the state education

department would organize these reports into tipes of projects and

combine the information from siMilar projects. This information

would then be analyzed at Block 7 to determine the strengths and

weaknesses of ihe statewide program (state product evaluation), and

the state program officials would use this information to assess the

statewide educational problems and needs (context evaluation) to

decide at Block 8 about program emphases and state control. The

state's assessment of schdol product reports to .distinguish between

effective and ineffective approaches employed by schools would

-45-
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constitute part of the state input evaluation. Decisions by state officials

would be implemented 'at Block 9 and would affect the state program

at Block 10. Local school projects at Block 1 would then be affected

in turn.

At Block 7, annual product evaluation from the fifty states would

be sent to the federal agency. This information would then be organized

at Block 11 so that major program thrusts could be examined and

analyzed at Block 12 on a nationwide basis and so that reports (product"

evaluation) could be prepared, for example, for the Associate Com-

missioner for Elementary and Secondary Education, the Commissioner

of Education, the Secretary of Health, Education, and Welfare, the

President, and the Congress.. In turn, these functionaries would use

the product reports to assess the problems and needs of elementary

and secondary education in increasingly broader contexts (conteikt

evaluation) and to assess the effectiveness of previous plans and

programs and the potential of proposed ones (input evaluation).

Decisions would then be made at the federal leval at Block 13 about

program emphases and funding. The implementation at Block 14 of

such decisions would affect the federal program at Block 15, the state

programs at Block 10, and the local school projects at Block 1.

To summarize the key points related to Figure 2: (1) information

for evaluation at federal, state, and local levels will be collected

largely at the local level; (2) this information will form the basis for

.46.
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federal, state and local decisions which will ultimately affect local

operations; and (3) evaluation plans must be developed, communicated,

and coordinated at federal, state, and local levels if the information

schools provide is to' be adequate for assisting in the decision process

at each of these levels. Having presented a model for evaluation and

illustrated a possible application of the proposed model in a major

federally-aided program, we will next attempt to depict evaluation as

conducted by the Evaluation Center within the total context of the

Columbus Title I program.

The Columbus Evaluation Pro ram: An Overview

It is hoped that many useful principles of design for evaluation

programs may come from collaboration between Columbus and the

Evaluation Center. The general principles upon Which the evaluation

was based will be outlined shortly; here, a brief overview will be

presented*to provide a frame of reference for viewing these principles.

When viewing the Columbus evaluation program as a prototype for

other or further evaluation efforts, the forces which constrain the

program must be identified and understood. Several limitations on the

keneralizability of the Columbus program appear to exist. These

constraints, both conceptual and operational, gave shape to the evalu-

ation and are explained in the following paragraphs.

The evaluation program began formally, as mentioned earlier in

-47..
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this report, only after the "context" and "input" decisions concerning

the projects had been made. Thus, the evaluation must remain a test

of only the "process" and "product" components of the CIPP model.

IVonetheless, the testing of process and product evaluation have had

relevance for context and input evaluation, for many potential problems

'have been uncovered.

Staff members for the evaluation effort were provided both by the

Columbus Public Schools and by the Evaluation Center. The school

system granted leaves of absence to severcl of its staff members (six

teachers and a school nurse), in the hope of obtaining qualified

evaluators to aid in establishing an agency to conduct evaluation

activities within the system. These people became "project residents, II

charged with the responsibility of carrying out evaluation activities for

a particular Columbus project. The Evaluation Center provided per-

sonnel for the positions of director and associate director of the

program. Test development specialists, data processing and statistics

specialists, research assistants, and secretarial staff were funded

jointly by the two agencies.

The origins of staff for the program were evident in the backgrounds

and orientation of staff members. Speaking in the misleading terms of

stereotypes, the staff represents people with research orientations

characterized by a quantitative background and approach to problems

and people with orientations to teaching and experiences with the

.48.
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personal concerns of students and teachers. One of the immediate

changes wrought by the mixing of people of varied interests and training

at the Evaluation Center was an amalgamation of their different pre-

dominant views. The result was that each staff member became

sensitive to the objectives of evaluation and acquired the empathy needed

to carry it out.

On the other hand, the implications of staff differences were not

immediately evident. For example, only through painful experience

did it become obvious that any future program to train evaluators must

be designed only after assessing the capabilities and viewpoints of

trainees and trainers participaling in the training. A context and input

evaluation of the evaluation training program might have pointed out

the importance of this problem.

The data generated by the evaluation effort have remained in the

ownership 'of the Columbus Public Schools. Such a policy is in accord

with the recognition that evaluation ought to be oriented to decision

makers in the program. (This is explicitly recognized in the concep-

tual relationship between evaluation and the decision process in the

Title I program. )

asin.leraisygattisp21.31ta..1 Princiall

Principles serving as a foundation for the Columbus evaluation

program are concerned with the design of proCess and product

-49.
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evaluation activities, the construction and administration of instruments,

and the marrier in which obtained evaluation information is fed back to

the project staff.

1. Orientation meetings are held at the beginning of projects and

periodically during the life of a project. The purpose of these meetings

is to inform the participants in a project of its objectives, its procedures,

and its evaluation. At orientation meetings, a special point is made of

discussing the purpose of evaluation., with emphasis .put on the need to

improve the project ,by continually evaluating it. By such means, the

evaluation staff attempts to involve others in the process of evaluation

and to diminish its threat. Such meetings also give personnel in the

school system a chance to contribute to the design of a project and its

evaluation--or at the least to suggest potential barriers to the success

of a project so that these barriers may be monitored through process

evaluation.

2. Initial detgn of the evaluation effort is a collaborative. activity:

Objectives for each of the projects in the Title I program are set and

written by the appropriate project staff from Columbus Public Schools.

During and after the period of setting objectives, the director cl the

Title I project under discussion has the responsibility for detailed

project objectives. The Evaluation Center staff has the responsibility

to review, comment on, and sct on these objectives, striving to clarify

objectives and couch them in terms of observable behavior. At the
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same time that objectives for a project are determined, criteria for.

measuring objective attainment are set for use in product evaluation.

Thus, an overall design covering each project for a full school year is

written by the Evaluation Center. Finally instruments to fulfill the

demar of the design are chosen or constructed by staff members of

the Center with periodic consultation being provided by the University's

Test Development Center.

3. Process evaluation activities are given focus and defined prior

to be mitct activities in the schools. The Columbus

Title I project staff and project residents from the Evaluation Center

jointly suggested possible barriers to the Success of the project. These

barriers then served as the focus of process evaluation, as the prOject

: was continuously monitored. If. information was generated on other

barriers to project activities, the process evaluation was then re-

focused, instruments were revised or new ones constructed, and the

evaluation proceeded.

4. Process evaluators are noninterventionists, but process

evaluation is interliening. A guiding principle in the evaluation was

that evaluators themselves should not intervene in the operation of a

project. To meet this objective, much of the needed process informa-

tion was collected fr. - logs, records which were needed for purposes

of bookkeeping, and unstructured and conversational interviews.

However, the assumption upon which process evaluation itself is
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predicated is that evaluators serve as decision makers, and, to the

extent that process evaluation causes shifts in project operations, it

does indeed intervene. Hence, a guiding principle of process evalu-

ation is that it intervenes to guide the project, although this interven-

tion is at the discretion of project decision makers.

Unfortunately, it is especially difficult to determine how, or if,

process evaluation and evaluators intervene in the project. Evaluators

who are involved in their jobs, interested in providing progess infOrma-

tion which reflects the true operation of a project, and Concerned that

data are used to make decisions and verify their appropriateness--

such evaluators interject unknown influence into the project's operation.

Often process evaluatiOn is obtrusive, in spite of efforts to prevent

intrusion. While such (quickly-designed) devices as.multi-project

interview schedules, the use of non-overlapping samples of respondents,

and the tight scheduling of process instruments mitigated the impact of

the evaluation on school personnel, nonetheless the evaluation did

consume their time and effort as well as that of the evaluator.

5. One of the uiditg_nam...p.inci les of this evaluation has been the

uarantee of anon mit ersons when the res ond to instruments.va,

An assumption in conducting the evaluation has been that participants in

asx project are sompetent in their Toles. Thus, if problems occur in

day-to-day operations, or if the hoped-for product is not produced,

some component of the project itself is assumed to be at fault. Tc

LI
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make this point clear to respondents, it has often been stated (so as to

diminish the hesitancy of persons to respond) that people are not being

evaluated.

The guarantee of anonymity has, in several instances, been a

point of contention between evaluation and project staffs. The prob..

ability of contention appears especially great when individuals, or

characteristics of a project which bear a person's vested interest, are

identified as barriers to success. At times, project staff have.

requested information on the identity of persons who responded to

instruments or provided a particular piece of information. However,

denial of such requests and reaffirmation of the principle of anonymity

.has proven to be essential .to continually obtaining E iequate information

for the Title I program.

6. nal2_11:estattl. ecLmeans of sampling. This approach has

been taken for the sake of insuring some degree of reliability and

validity and has been employed in both process and product:evaluation

activities. (In addition, sampling served as a strategy to keep percent-

ages of response to an instrument high, by not overbuidening one

respondent. Often several samples of the same class of respondents

were used for different instrument administrations. ) Principles of

randorn and stratified random sampling were employed when possible

in the selection of schools and personé to whom instruments would be

administered. The sampling approach and the rather large number of

-53s
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instruments administered to project participants have made it necessary

to schedule instruments carefully for administration in the schools.

In addition, it was found expedient to combine instruments from dif-

ferent projects into a single jointly-used instrument, when the instru-

ments attempted to measure similar objectives present in several

projects.

7. Both commercially-available and specially-constructed

instruments are used in the evaluation. When possible, instruments

normally administered as a part of the Columbus Public Schools

testing program are also used. Among the specially-constructed

instruments for the project are depth-study inWrview schedules for

individual children; questionnaires and interview schedules for

teachers, administrators, and special personnel assigned to projects;

Q-sort instruMents, attitude surveys, rating forms for facilitating

factors and deterrents to project success; and various logs and record

forms. Project residents construct or assist in the construction of

these instruments as part of their training.

8. Feedback sessions are held monthly during the life of a project

to inform the ro ect director and his staff of the o erations of the

project. Such sessions are attended by project residents from the

Evaluation Center and by project staff. Process information is reported

verbally and by other media (films and charts). Project staff members

are then given an opportunity to ask questions about findings. or
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participate in refocusing the process evaluation. In addition to these

sessions, meetings are held between Columbus' Assistant Superinten-

dent for Special Services and the directors of the Evaluation Center

and the Collmbus evaluation program within it. The program (all

projects), the operation of evaluation activities, and the planning of

future activities can be discussed at these meetings, while at the same

time separate channels of communication between the University and

the school system remain open (through the uppei and lower levels of

the system).

The flow of evaluation information in the school system's channels

of communication at times presented a problem. Feedback, while

designed for all project participants, often reached only the upper

levels of project staff. Evaluation information was provided to top-

level decision makers and had to flow from the top of the organization

downward. When passage of information was impeded, or when only

certain information was passed as desired, lower-level personnel felt

they were obtaining little benefit from the time and effort they contrib-

uted as respondents in the evaluation. It would appear that all evalu-

ation information might to be channeled to all project participants in

some form or other and often enough to retain theit sense of involvement

in the project and commitment to the eValuation.

Evaluation, after all, can only be timely when access to informa-

tion is guaranteed to those project staff members who have a "need
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to know. " It is apparent that the manner in which information is to be

disseminated must be determined in the early stages of the :valuation,

for dissemination itself is a strategy for improving activities by

influencing decision makers.

The Role of the Evaluator

The role of the evaluator is a technical one demanding a high level

of skill in the use of techniques for collecting and organizing, analyzing

and reporting, information concerning the project he is evaluafing.

Also, the evaluator must be cognizant of the information requirements

of those persons who must make decisioni in and about Title I programs

and use these requirements in designing and implementing evaluation

activities.

However, it appears that the evaluator operating in a school

system may have a more difficult role to fulfill than is apparent from

the previous discription. The evaluator must provide, for decision-

making by the project staff, information which is credible, useful,

valid, timely, and reliable. The evaluator, therefore, must spend

much of his time working with (or among) project staff. However, it

is apparent that the project staff is only one grottp--a part of the local

education agenCy--of several groups which must make decisions con-

cerning Title I activities. It is quite possible that conflicts may arise

over the nature.of information needed. The evaluator may desire to
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collect information for other levels of decision makers involved in the

Title I program, e.g. the State education department, while the project

'staff may dispute the necessity or the timing of collecting such infor-

mation. Questions about the credibility and objectivity of evaluators

almost invariably arise from the evaluator's clients in many quarters

whenever the agency being evaluated imposes limitations on the data

to be collected. In such a circumstance, resolution of 'conflict is

possible only through engendering understanding about what all relevant

decision makers need.

A secand potential problem inherent in the evaluator's role is the

requirement that the evaluator make no decisions himself for the

project. The evaluator has the ability to subtly shape the path and

progreis of Title I activities by his use of information. Thus, the

evaluator must affirm often after much searching of his conscience

that he will take a neutral position with respect to the direction of the

project, except in technical matters of evaluation. To the extent that

evaluators deviate from this neutrality, unknown intervention in

project activities has begun.

Research Assumptions, Efforts, and Special Studies

Research into the theory, methodolocy, and usefulness of evalu-

ation is a key objective of the Evaluation Center's overall strategy for

evaluation in the Columbus Public Schools. However, while research
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into the area of evaluation is valued by the Columbus Public School

system administration, it is certainly true that the administration has

research interests of its own. Thus, while the schools may value

research, they must balance all demands for research in the school

setting, as well as concerning themselves with how true an image of

the schools such research prerents. In short, research in an ongoing

evaluation effort appears to be a particularly sensitive endeaVor; this

is especially true when inquiry is not so muCh concerned with possibil-

ities (the intent of the experimental investigator, who asks "What would

happen if... ?") as wiih actualities(the :intent of the aexperimental

investigator, who asks "What does happen in the real world? "). Most

of the efforts of the Evaluatioi 'enteralthough it is not conceined

with experimental research on the school system's problems it un-

covers--have produced context and process data. These data by their

very nature are threatening, for they, portray problem areas, short-

comings in previo.As programs, barriers to progress, and deterrents

to success. Explicit research efforts of the Evaluation Center

(discussed shortly) often produced data concerning the way evaluation

information was utilized and the effect it had on the programs of

concern. Such research has the power to threaten and at times may

have touched sensitive points in the school system.

The combination of threat which can come from research efforts,

and the policy of vesting ownership of data with the ColumbuS Public

*58..
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Schools, may have caused a general uneasiness about research on

evaluation in conjunction with the evaluation program. If a general

principle can be formulated, it is that research efforts Must proceed

tactfully, and proceed only after their rationale and needs are firmly

established. The alternative to this cautious and rather slow course

of action is to bargain, before the evaluation, fot the type and amount

of research to be conducted concurrently with evaluation services.

A number of research projects have been prodr ced as an integral

part of the Columbus evaluation program. Most of these projects have

been concerned with the state-of-the-science of evaluation, its potential

usefulness in the school, and some of the ways in which evaluation may

be more efficiently conducted. Among those efforts, proceeding or

completed, are studies of the roles and training of evaluators, the

use of information managernent and management information systems

in education, the relation of evaluation tb decision making in planned

educational change, the effectiveness of item sampling techniques as. a

method of estimating test norms, and a study on the.use and scoring of

the Color Pyramid Test. A bibliography on evaluation has been corn--

piled with sources ranging from classical research design to contern -

porary views of evaluation. In addition, a critical" survey of the

literature in evaluation has been completed to serve as a bine of

theory for conceptualizing; futther evaluation efforts.

Ruth Odgers of the Evaluation Center conducted a brief study
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on "The Select.'On, Training; and Functions of ESEA Title I Project

Evaluators" (available in mimeographed form from the Ohid State

University Evaluation Center). The objectives of the study were to

determine: (1) the functions of a project resident or member of an

educational evaluation staff, (2) the type and amount of experience

considered essential for performing such functions, (3) the training

believed to be necessary, and (4) the personal traits believed necessary

for evaluators. An open-ended questionnaire was administered to a

selected group of key school administrators from the State of Ohio

and to members of the Evaluation Center staff.

There appeared to be three general agreed-upon functions of the

evalator: (1) planning educational evaluation; (2) implementing

educational evaluation plans; and (3) disseminating evaluation findings.

As a professional educator, the evaluator was expected to assist school

staff in the process of conceptualization and determination of educational

goals, plan programs for their attainment, and help school staff assess

progress at given points in the program. Unique attributes of the

evaluator's role were (1) the designing of evaluation ptograms; (2)

constructing and/or devising instruments for data collection; (3) ina-

lyzing and organizing data; (4) reporting findings; and (5) giving help

in using resislts for the purpose of implementing, terminating, 'or

modifying projects so that goals could be effectively attained. The type

of experience and training believed to be necessary for carrying out
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these functions included a Bachelor's degree in education; graduate

casework in educational research, and preferably a Master's degree;

and certification in teaching. Personal traits believed important, in

addition to those customarily-mentioned ones such as a liking for

people, a quick intellect, stability, cooperativeness, and concern for

accuracy and objectivity, were flexibility and willingness to compromise

and take risks; a tolerance for ambiguity; a high frustration level;

tact; and the capacity to accept and utilize criticism.

Because of the orientation of the Evaluation Center's efforts to the

needs of decision makers, it appeared necessary to construct a

taxonomy of the decisions which project dizectors would make. Jack

Ott, now director of the Ohio State Universit y Test Development Center,

constructed such a taxonomy and tested it by observing the behavior of

project directors in Columbus during the course of the year. This

work, serving as the basis for his dissertation, had two major concep-

tual components. The first component included the premises, anatomy,

and typology of educational change. The second component included a

taxonomy of the decision process which was observed to be part of

planned educational change. From these two conceptual sources, a

classification of decisions that project directors made was deriveo

Three means were used to gather empirical data which would both

support and interact with the construction of the taxonomy of decisions.

First, a log was constructed and used by project residents to note the

461.
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decisions made by project personnel. Second, monthly feedback

meetings were observed and the decisions made during the course of

meetings noted. Third, substantive reports of evaluation efforts were

analyzed to find decision makers' need for information concerning

cheir premises. To test the usefulness of this decision taxonomy, the

questions, information needs, and decisions which were made by

project personnel were summarized by projects. (The outcome of this

study will soon be available from the Evaluation Center; interim

findings can be obtained from Jack Ott, Director, Test Development

Center, The Evaluation Center, The Ohio State University. )

More effective means of conducting evaluation activities were

explored in an experimental study undertaken to determine and compare

the validity of item sampling with examinee sampling for estimating

test norms. Examinee sampling was defined as the case in which norm

statistics were computed from data obtained by administering all items

in a test to a random sample of examinees; item sampling, on the, other

hand was defined as the case in which one set of norm statistics is

derived from several non-overlapping sets of test data, each of which

is based on random samples of items and examinees.

The study was designed to answer the following questions:

1. Would item sampling, where each of n examinees is adminis-
tered only a proportion of the items from a single test, yield
as good or better a norm estimate as examinee sampling,
where all items are adMinstered to some proportion of the
examinees?
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2. Was the effectiveness of item sampling a function of item
sample size?

3. Is item sampling as valid for establishing norms for "advan-
taged" as for "disadvantaged" children?

4. Wit Lin limits, does a large number of examinees taking a small

number of items each, or a small number of examinees answering

many items each, give a more accurate norm estimate (keeping

the product of examineeg x items taken constant)? Two unique

features of this study are that it employs item samples as small

as 6 percent of the entire test, and that it involves elementary

school students.

The basic study was replicated in two public school populations:

1665 subjects from 77 fourth-grade classrooms were chosen from

schools in "disadvantaged" neighborhoods, and the same number from

schools in "advantaged" neighborhoods. The instrument employed was

the Word Knowledge subtest of the Metropolitan Elementary Reading

Tests. Means, standard deviations, and item statistics were computed

for each item in the item and examinee sample.

The findings regarding the first study questions indicated the item

sampling approach performed about as well as, if not better than, the

examinee sampling approach. These findings support item sampling as

acceptable, and probably preferable, as an alternative to examinee

sampling for estimating teat norms. Findings regarding the second

study question are inconclusive: certain findings suggested that the

accuracy of the estimated means increases as the size of the item

samples increase; however, other findings suggested that exactly

the opposite was the case. It also appeared that a combination
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of small item samples taken by a large sample of examinees produced

the best norm estimates. These findings will have to be eXamined

carefully, however, before conclusions can be drawn. The findings

are again inconclusive for the third study question; they suggest that

sampling overall provided a more accurate estimate for the mean and

variance for the disadvantaged study population than for the advantaged

one. However, the differential effectiveness of item sample norm

estimates for advantaged versus disadvantaged study populations was

slight; thus, it would appear that item sampling as a technique is at

least as effective as examinee sampling for advantaged and disadvan-

taged study populations. Regarding the fourth question, it appears

that a combination of a large number of examinees taking only a few

items each produces more accurate norm estimates than a combination

of a small number of examinees taking many items each. (This research

is mo re extensively reported in "An Experimental Comparison of Item

Sampling and Examinee Sampling for Estimating Test Norms, " by

Thomas R. Owens and Daniel L. Stufflebeam, mimeographed by the

Ohio State University Evaluation Center. )

A feasibility study of the use of information management and

management information systems was conducted by several members

of the Evaluation Center staff. The study, much like the one concerned

with the relation of evaluation to decision making and planned educational

change, was concerned with the type of information needed for project
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decision making. In addition, it was 2:,so concerned with information

needed for decisions at the local school system and state department

of education levels of administration. Its basic objective was to

determine the feasibility of anticipating these information needs prior

to the necessity for making decisions.

Questions which were asked by decision makers were examined

both formally and informally. Decision and question content and

frequency were assessed to determine what, and how often, people felt

they "needed to know. " Two general strategies for providing informa-,

tion emerged from the study: (1) the strategy of anticipating, on a

stand-by basis, the demands which decision makers would have for

information; and (2) the strategy of providing a general base of

information to be used in decision making.

The major finding of the study thus far, in terms of feasibility, is

that not enough is known concerning the questions which decision

makers ask to anticipate the information needs which decision makers

will have. Evaluators involved in the study now believe they know

enough to ask questions concerning decisions, but the decisions them-

selves and their frequency of occurrence are seldom known. It

appears, and reasonably so, that decision makers do not ask questions

until they feel a need for information; however, it is also true that

given the present state of the art of evaluation, a certain amount of

"lead time" is involved in providing information for decision makers.

.65..
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In addition, it may be part of the evaluator's role (if he so chooses) to

attempt to help the decision maker in anticipating tit(' decisions he must

make in the future.

It is necessary to balance the requirement that information be

provided quickly with the requirement that in order to provide informa-

tion of high certainty a certain amount of time must be consumed in

gathering, analyzing, and reporting information. Given the necessity

of trading off between demands for time and accuracy, one strategy

which appears viable at the present time is to utilize secondary data

sources rather than primary ones in gathering evaluation information.

(Some of the thoughts which motivated the conception of this study are

contained in "Evaluation of Planned Educational Change at the Local

Education Agency Level, " written by Howard O. Merriman, and

published as Occasional Paper 67-106 of the Division for the Study of

Education, School of Education, The Ohio State University. )

Two research efforts have been focused on literature which cur-

rently exists in the field of evaluation. The first work, a bibliography

on evaluation materials available in the library of the Evaluation Center,

is concerned with gathering references in education research, organi-

zation theory, conceptual work in evaluation, innovation, change,

decision making, methodological works on the design of evaluations,

the gathering and analyzing of information, and the reporting of

information to decisioA makers. This bibliography is constantly
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updated, and supplements are issued to keep evaluators abreast of

emerging work in the field. The second work is a paper prepared

on "A Selective Review of Literature in Evaluation, " by Mary C. Burger

(mimeographed by the Evaluation Center). The review scans evalu-

ation literature in order to identify trends, highlights, and emerging

views of evaluation. The aim of the review is to provide a conceptual

base upon which Evaluation Center staff members can build further

theories of evaluation.

One of the major, but unstructured, thrusts of research in the

Evaluation Center during the course of this project has been conceptual

research into the context, inputs, process, and product of evaluation

as it relates to the ,field of education. The CIPP model has been

expanded, explicated, analyzed, and dismantled many times, formally

and informally. While such work cannot be reported as a particular

paper or set of guidelines, the conceptualization and re-conceptualization

occurring at the Evaluation Center is manifested in the efforts and

papers reported in this discussion. In addition, the CIPP model has

been expanded in its application, being applied to the Bureau of

Elementary and Secondary Education's prOgrams in the U. S. Office

of Education and to the Title III pcogram under ESEA of 1965.

An area of special interest is the area of instrument development.

This area has received a considerable amount of the creative and

administrative energies expended during the past year by the Evaluation
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Center. In addition to the development of such instruments as ques-

tionnaires, interview schedules, attitude scales, and reporting and

accounting forms, several quite unique instruments have been developed

for use in the Columbus Program. The instruments include a Q- sort

for use in determining the perceptions of the role and function of

personnel on various projects from the viewpoint of other personnel;

an interview and questionnaire schedule for simultaneous questioning

of a respondent concerning a number of projects with similar compo-

nents, participants, or objectives; a set of objective scoring techniques

for the Munsterberg Incomplete Stories test, which can be used by

staff members unskilled in the use of this instrument; a facilitant-

restraint rating scale, which allows personnel in projects to indicate

the degree to which certain factors of the Project impede or expedite

the operation of that project; and preliminary conceptual work on

such instruments as a cultural awareness test and an observation

scale for use in operating classroom situations.

In summary, instrument development has been a major thrust of .

the Evaluation Center's efforts, especially since few instruments are

available which can gather information required by designs for process

evaluation. (Additional information and copies of instrumentation used

in the Columbus project may be obtained from the Evaluation Center. )
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II. EVALUATION IN THE COLUMBUS PUBLIC SCHOOL TITLE I PROGRAM

The Columbus Title I Pro ects and Pro ram: An Overview

A brief look at the context of evaluation in Columbusthe Columbus

Public Schools' Title-I projects and program--may be helpful in as-

sessing the Evaluation' Center's activities. Several characteristics of

these Title I projects have come to shape the nature of evaluation

activities. First, while all eight of Columbus' projects focus on

meeting particular acute needs of the disadvantaged child, they do so

without full integration of their efforts. The Columbus program is not

a single project with many component parts but one objective--a child

with n qualities. It is rather an array of projects each focused on

specific problems common to disadvantaged children in certain groups

(though certain of these programs complement one another). Columbus

has chosen to work intensively on particular problems of different

groups, rather than provide what might be a less effective base of

uniform services for all children in the target population. The impli-

cation of this choice for evaluation activities is that a "total system"

view must be taken of individual projects themselves rather than

viewing all projects together. This also has had an operational impact

in the Evaluation Center--a separate evaluator (or team) works with

each project and its director.

A second characteri3tic of the project which shaped evaluation
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activities is that most of the context and input decisions had already

been made by program designers prior to the involvement of OSUEC.

The problems were identified, inputs assessed, and the program

designed before the evaluation effort was launched. However, the

evaluation staff was involved (often intimately but to varying degrees)

in setting operational objectives and the criteria for measuring their

attainment, as well as in formulating process evaluation concepts with

project staff.

The General Context of the Projects and Program

The Columbus Title I effort is made up of eight projects operating

within the environment of a large metropolitan area. To place the

program and its evaluation in perspective, Columbus is a city of almost

600, 000 people in a county of over one million residents. The Columbus

Public School system reflects this size, as it encompasses approximately

105, 000 students and 112 square miles. (For purposes of comparison,

Columbus' system is the second largest in the state, after Cleveland,

and just within the top 20 largest school systems in the country. )

The city is plagued with many of the problems which were an

impetus for passage of the ESEA of.1965. Many of its problems may

be described by, stereotyped urban-suburban disparities. For example,

there are a large number of non-whites and low-income groups in the

central city and a smaller number in the urban fringe and suburbs
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around the city. However, an atypical aspect of Columbus' problems

concerns aspiration. Columbus, the capitol of the state, has an economy

based largely on government and service industry: a large proportion

of its labor force is employed by state, county, and local governments,

by the Ohio State University and other universities, by financial insti-

tutions, and bY other industries which provide services for the region.

For these reasons (among others), members of minority groups often

have challenging and satisfying jobs. Many of them are also highly

educated and are vocal in their concern over the plight of those in need.

Thus, high levels of aspiration are generated among minority group

members and "disadvantaged" persons, but frustrated by life in

Columbus' economy.

The concentrations of "disadvantaged" families and children in

the central city and the aspirations of these residents have placed

pressure on the public school system to provide services and facilities

to enable these disadvantaged people to obtain the skills they need to

become participating members of society.

The Columbus Public School system has structured its organization

(as well as its Title I projects) in an attempt to meet the educational

needs of disadvantaged and inner-city children. A Division of Special

Services has been established and is headed by Dr. Joseph L. Davis,

Assistant Superintendent for Special Services. It is the purpose of

this Di Vision to plan for and guide educational activities which are
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designed for inner-city children. The Assistant Superintendent for

Special Services, then, has the responsibility for operating and

evaluating the Title I program in the schools. In addition to this

organizational feature, the system has recognized the existence of

several degrees of need for special services and has assigned different

priorities to these services (this integral part of the Title I program

will e_a discussed later). The school system has no division for

rest:arch and development; however, it draws freely on the services

of Ohio State and other nearby universities for such advice and

assistance as it may need.

During the 1965-1966 school year, the Columbus Title I projects

involved almost 8000 public and over 600 private school students

clustered in 34 public and 5 private schools across the city. To

serve the needs of these students, over $2,150,000 of Federal assistance

was made available during the 1965-1966 and 1966-1967 school years

in the form of Title I monies. As a first attempt to create the greatest

benefit from these monies, the needs of schools were answered. For

this assessment, categories of need--Priority I, II, III and IV--were

established. Each of these categories represented schools in neighbor-

hoods which exhibit respectively less and less need as determined by the

measures presented in Title I guidelines. Relevant records on pupil

locations, achievement, and problems were chosen and used by the

school administration in ihis assessment. Following this assessment,
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overall objectives were set, projects were designed, and resources

were allocated in consideration of the type and degree of need exhibited.

It is important to note that the evaluation program, as it is discussed

further in this report, did not come into being until after these decisions

about need were made.

The Title I Projects and Evaluation Instrumentation

Title I projects operating in the Columbus program include After-

School Study Centers Projects, Basic Mathematics Improvement and

Reading Improvement Projects, Elementary Counseling Project, Enrich-

ment Unit (language arts) Project, Health Service Centers Projects,

Pre-Kindergarten Project. and Regional Service Centers Project. The

project activities and the staff who perform them are described in the

following sections. Each of these projects includes activities for

children and for teachers. While the activities are oriented to the known

needs of disadvantaged children, their needs are not fully known--thus

the projects are evolving. SinCe many teachers were not fully aware

of the breadth and depth of these children's needs, the Columbus pro-.

jects each include an in-service training component designed to increase

the teacher's understanding of the child and his environment. The in-

service training program may be, and the efforts of the Evaluation

Center must be, recognized as sources of feedback to the system and as

attempts to tailor education more and more closely to the needs of
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these children.

The Pre-Kindergarten Pro:,ect of the Columbus Public Schools

is designed to provide an organized program, medical services, and

social services for socially disadvantaged children who are about to

enter kindergarten (or first grade the next school year). It is focused

on children whose home environments suggest great need for pre-

kindergarten experience. These children are usually four years of age.

Approximately 85 percent of the children come from homes with in-

comes of less than $3000 a year.

The program is designed to enable children to develop an adequate

set of initial skills and the disposition toward intellectual tasks required

for educational progress. Strategic objectives include the development

of perceptual skills, linguistic skills, and a mental set which might be

called "learning to learn"--including motivating the child to find pleasure

in learning; developing his ability to give attention to others, to pursue

purposive action, and to delay gratification of his desires and work for

more distant goals; and enabling him to view adults as sources of ideas

as well as sources of approval and reward. In addition, the program

involves parents by welcoming them to classes for observation and

having teachers visit with them and discuss the progress of their

children and the role of the home in this progress. Also, children

served by this program are given a health examination (including

physical, dental, and visual components). Immunizations are available
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through school health services. Referrals are made to consultants or

health facilities in the area, and these referrals are followed up by

social workers, aides, and school nurses.

The program operates in nearly twenty centers in inner-city

target areas during the school year (mornings and afternoons). The

staff assigned to each center consists of a teaching and social service

team composed of certificated kindergarten-primary teachers, lay

helpers and volunteers (often residents in the target area), and two

social workers (usually shared among several centers). Also, health

service personnel from the Health Center Project (described later)

provide appropriate services.

The instruments for the Pre-Kindergarten Project were all devel-

oped at the Evaluation Center for use in the project. One of these is a

child study record, used by the teacher to check each child's health,

muscular coordination, emotional stability, social adjustment, general

intellectual capacities, art skills, dramatic play, music and rhythms

and language skills, and a checklist for the treatment of problems which

the child manifests. (The child study record is so designed that its

information can be transformed into an optical scanner input sheet and

be processed by computer. ) Also included are an accounting sheet for

enrollment and the number of students on waiting lists; a materials

rating scale,for those items supplied for the pre-kindergarten student;

interview schedules for parents, teachers, and princtels involved in
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the project; an accounting sheet for enrollment and attendance records;

and a sji2Elery_m&_Itallo sheet for successes, problems, and recommen-

dations which the teacher feels are significant.

The Enrichment Unit Pro'ect is the largest of Columbus' Title

I projects, serving over forty public and private schools in the inner

city. There are two major components in the program: a language

arts program for primary-level pupils; and an administrative structure

for primary teachers, designed to allow these teachers to make more

productive use of their time.

The language arts program is constantly evolving to meet new

needs of disadvantaged students and to make the most effective use of

new discoveries concerning these children. Process evaluation infor-

mation, the observations of participating teachers, study teams

concerned with reading, and consultants from outside the public school

system are all involved in this evolution. Specialized materials have

been introduced which are oriented to the life styles of students, and

experiences designed to broaden the cultural awareness of disadvantaged

children have been provided.

The administrative structure of the program, the "enrichment

unit" is based on providing an enrichment teacher for every three or

four primary teachers and on creating a system of flexible scheduling

so that enrichment and regular teachers may work together in various

ways. The enrichment teacher, highly skilled in the teaching of
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language arts, is used to support the language arts instruction of the

regular teacher. Other major benefits are freeing the regular teacher

for more frequent and productive visits to students' homes and allowing

the regular teacher to grow professionally by having more time "lr

study and lesson preparation.

Three schedules involving the enrichment and regular teachers

have been established. One permits the enrichment teacher to assist

a regular teacher with language arts instruction, spending the same

proportion of each school day in each classroom. A second schedule

permits the regular teacher to relinquish her duties to the enrichment

teacher for one day each week; the enrichment teacher would then

have responsibility for the entire instructional program in the class-

room. A third schedule relieves the enrichment teacher of her

classroom duties.

Each of these schedules results in different benefits for the

teachers and students involved. The first allows for general flexibility

in the classroom by teachers to vary the student-teacher load, to break

the students into groups for discussion, and to take students on trips

to engage in outside activities. The second permits the regular teacher

to engage in home visits,to participate in professional growth activities,

and to develop lessons and language arts materials needed for her

students. The third allows the enrichment teacher to assist in the

'development of a language arts program or a program of parent
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education or to participate in professional growth activities.

All the instruments, except one, for evaluation of the Enrichment

Unit Project were developed at the Evaluation Center. The (non-

standardized) instruments developed include (1) a classroom teacher

interview, to sample the teacher's opinions about the projects's at-

tainment of its objectives, elicit recommendations for improvement of

the project, And determine barriers to the success of the project;

(1) an enrichment unit teacher interview schedule, to obtain the same

information aa above from the enrichment unit teacher; (3) a principal

interview qchedule, eliciting information on communication and co-

operation in the project, the progress of the home-school program,

professional growth and language programs (as well as soliciting

recommendations for the improvement of the project and information

concerning the barriers to its success); (4) a combined principal inter-

view with pre-mailed questionnaire; (5) a general recommendations

log for gathering classroom and teacher opinion concerning effective

and ineffective practices in the enrichment unit; (6) a Q-sort developed

to examine both the ideal and actual role of the enrichment teacher as

perceived by enrichment teachers, classroom teachers, and principals;

(71 several materials rating scales to gather information about the

organization, distribution, and use of selected materials designed for

the project; (8) a language program recommendations log for gathering

information concerning the language program component of the
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Enrichment Unit project; (9) a professional growth questionnaire

for determining the effect of and reactions of teachers to the professional

growth meetings; (10) a home-school relations activities inventory and

a home-school relationshi recommendations lo and (11) a parent

interview to gather information on parental understanding of the project,

parental perception of the effectiveness of the project, and parents'

opinions concerning home visitations. In addition, the Cooperative

Primary Tests of Language Achievement (written by Educational

Testing Service) were used in a pre-test-post-test design to assess

pupil achievement in the language program.

The Regional Services Center Project is designed to improve the

efficiency and effectiveness of providing educational opportunities for

disadvantaged students. Service centers have been established for

regions encompassing five elementary schools where substantial

numbers of disadvantaged students are enrolled. These regional

service centers are staffed with subject-matter specialists to provide

coordinated currictilar services in elementary-school science, foreign

languages, art, music, and physical education. In addition, the centers

are equipped to provide resource materials for these five curricular

areas. Activities specific to these curriculum areas are designed with

the uni.que needs nf the disadvantaged student in mind. Staff members

are chosen for their quick competence in subject-matter areas and for

their ability to adapt activities quickly and make them understandable.
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Approximately 30 schools in the inner city are served by regional

service centers. Each center is staffed by 20 teachers: five are

resource teachers and three represent each of the five curricular

areas. In addition, elementary teachers from the Mathematics Improve-

ment Project and elementary counselors from the Elementary Counseling

Project are housed at the centers. The staff members rotate out of

the centers and through schools in the "region, " usually on a weekly

basis.

Each of the evaluation instruments administered to participants

in the Regional Service Centers Project was constructed by members

of the Evaluation Center staff. Included among these instruments were

the following: (1) a classroom perception scale, to collect information

on the perceptions of teachers concerning the functioning and impact

of resource teachers (from regional service centers) in the classroom;

(2) a data collection sheet focusing on the hours spent and number of

classrooms seen by each resource teacher; (3) questionnaires for

eneral resource services science services visual arts im rovernent

services, foreign language services, music resource services, and

physical education services, to gather information on the role of the

resource teacher, as well as information from the resource teacher

concerning training, coordination of ,activities, communication,

services provided, materials used, and recommendations which seem

significant; and (4) a principal interview focusing on the interaction
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between the regional services center and the principal's school and the

utilization and effectiveness of resource teachers provided.

The Elementary Counseling Project is designed to provide coun-

seling services for disadvantaged students in the target area of Columbus'

inner city, represented by more than 28 public and private schools.
,

The project is also designed to provide counselors who are certified

and qualified for elementary school work in order to continue and

expand the project's activities.

Counseling activities, focused on grades 1 to 6, aim to assist

each student to better understand himself, see his relations to the

world around him, and understand his responsibilities in interpersonal

relations and in school. In addition, counseling serves as a means of

identifying problems for correction and attempts to improve the

school's communication with parents.

Seven counselors comprise the staff of this project. Persons

with a successful elementary or counseling experience are selected.

Following an intensive orientation to their jobs, they are assigned to

rotate through four or five schools. They provide approximately one

day' s service per week to each school. The counselor's final day each

week is divided between workirg with other staff and pursuing univer-

sity coursework toward certification. Similar services are provided

to private schools, with students referred to the counselor by staff

members.
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Both standardized and non-standardized instruments were used for

evaluation activities in the Elementary Counseling Project. The

standardized instruments employed were the Revised Munsterburg

Incomplete Stories, a Social Acceptance Scale, and the Color Pyramid

Test. (In addition, a set of objective scoring guidelines were developed

for the Munsterberg Stories, so that they could be scored, from tape

recordings of the administration and subject's responses, by personnel

without previous experience in the use of such instruments. )

A number of non-standardized instruments were developed for the

project by the staff of the Evaluation Center. Among the instruments

developed were (1) accounting sheets for individual counselors (to

obtain information concerning professional activities which had engaged

staff members), for project directors (investigating plans for expansion

and guidelines used for the project), and for parent contacts made by

counselors for differing purposes; (2) a counselor interview guide, to

guide interviews (with comae: -rs) which focused on the operation of

the project and the counselor's perception of it: (3) a facilitant- restraint

scale to determine factors of the project which made project operation

easy or impeded it; (4) a Q-sort to determine the ideal and actual roles

of the counselor as perceived by himself, teachers, and principals

(together with a sorting sheet to allow the Q-sort to be self-administered

privately and mailed in for analysis); (5) a principal and teacher ques-

tionnaire; (6) a professional growth questionnaire to gather data
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concerning the information gained from professional growth meetings

which proved useful for counselors in their daily work; and (7) an in-

ventory of guidance awareness to obtain the perceptions of teachers

concerning the elementary counseli-,g project.

The Mathematics Improvement Project is designed to provide a

structured mathematics program for pupils in the inner city who are

not achieving at a level commensurate with their ability. Highest

priority is given to pupils who are farthest below their grade. Both

elementary and secondary school pupils are included in the target

population of this project.

The basic objectives of the program are to increase each child's

fundamental computational skills, help him develop a vocabulary which

will aid in understanding and expressing mathematical ideas in his

daily life, develop his ability to think logically and to solve problems

in a quantitative situation, and motivate the student to expend greater

effort to perform consistent with his ability.

The project includes seven mathematics improvement teachers

assigned to junior high schools in the inner-city area working with

grades 7, 8, and 9 and five elementary mathematics teachers assigned

to regional service centers working with grades 4, 5, and 6. Students

-are identified by their scores on mathematics tests normally used in

the school system and are subseque-tly referred to mathematics

improvement teachers. Schedules are arranged (for example) so that

junior high teachers work with a different group of underachievers each
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day of the week, while elementary teachers work in a diflerent school.

(Time is provided for professional growth activities and planning in

these schedules).

The Basic Mathematics Improvement Project, with a number of

greatly different objectives, required a range of standardized and

non-standardized instruments for its evaluation. Among the non-

standardized instruments developed by the Evaluation Center were the

following: (1) a classroom teacher interview schedule and a mathematics

improvement teacher interview schedule, to gain insight into two views

concerning the operation and effectiveness of the project; (2) a materials

rating scale to determine objectives connected with uses of materials,

the suitability of materials, the frequency of their use, and suggestions

.for additional materials for the project; (3) attitude scales for teacher

and pupil assessment of individual students' attitudes toward mathe-
..

matics; (4) a mathematics department interview schedule, to determine

the effectiveness of the project as viewed by teachers of mathematics

in the schools being served; (5) five forms of a mathematics vocabulary

and measurement achievement test, to meaure attainment of the product

objectives of the project; (6) a supplemental data sheet to obtain

information concerning successes, problems, or recommendations of

teachers in the areas of math instruction, professional growth, and

program development; and (7) a student information form onto which

all pertinent information concerning the student and his performance
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on relevant mathematics achievement tests could be entered, set up

for key punching, and processed by computer. The standardized

Science Research Associates Mathematics Achievement Test, forms

A and B, were used to measure pupil achievement in the project.

The I_ te_aLii.: _lb Improvement Project4 while similar in design to the

Mathematics Improvement Project, is broader in scope and involves a

greater number of students from the inner-city area. The project is

designed to provide concentrated reading instruction, together with

individualized assessment and guidance for disadvantaged students

who are not reading at a level commensurate with their ability. The

project provides services for over 2500 students from the fourth through

the twelfth grades, with priority given to students from low-income

families.

The project is staffed by reading specialists; one or more of

these teachers are installed in each inner-city school in the project.

The reading improvement teachers aid in diagnosing and recording

each student's reading limitation and potential.. Subsequently, these

teachers help in grouping students according to the level and nature of

their reading problems. Individual and group remedial instruction is

then provided.

The reading improvement and classroom teachers work jointly to

provide support for underachievers in reading. In secondary schools

reading improvement laboratories have been established in conjunction
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with the project, so that students may work with the reading improvement

teacher or by themselves to improve their skills.

Only non-standardized instruments developed by the Evaluation

Center were used in the evaluation of the Reading Improvement Project.

Among these instruments were the following: (1) a facilitant-restraint

scale to determine factors of project operation which are affecting the

reading improvement project; (2) a principal interview to gathe infor-

mation about the principal's perceptions of the effectiveness of the

project; (3) a seadi.EnEE_t&_iterview was, including both specific

multiple- choice and open-ended questions to determine the reading

teacher's perception of project efficacy; (4) a student interview

focusing on reading interests; and (5) a teacher questionnaire for

teachers in the intermediate and secondary grades.

The After-School Study Centers Project of the Columbus Public

Schools attempts to creat an atmosphere conducive to study, in an area

in which homes seldom provide intellectual and material resources to

strengthen children's learning experiences. The project is aimed at

upper elementary, junior high, and senior high students. It is housed

in some twenty-four centers in schools throughout the inner-city and

operates two (for elementary students) or three (for junior high and

senior high students) nights a week, from suppertime until mid-evening.

Use of the centers, regarded as a privilege rather than a right, hope-

fully will allow the student to improve his self-image, will stimulate
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him to value academic work more highly, and will motivate him to learn.

The centers are staffed by a supervising team composed of two

competent teachers, cadet principals, or principals and a volunteer

helping team. Volunteers are secured from a supporting community

agency (for example, church, service organization, or university)

and are chosen to provide capable persons who can serve as "models"

for disadvantaged students.

Only non-standardized instrumentation was developed for the

After School Study Center Project. A student interview was constructed

to obtain information concerning the reasons for attendance or non-

attendance at the centers, together with information on the usefulness

to students of resources available there. In addition, a student

perception scale was developed to gather data on the students' attitudes

toward school, toward being assisted with their study habits, and

toward the services and means of obtaining them which were present

in the After School Study Centers Project. A teacher supervisor

su,estionnaire was developed to determine what teachers did and thought

about the operation of the centers. Finally, a similar questionnaire

was developed for volunteer hel ers to determine what activities

volunteers engaged in during their work at the center and their

perceptions of the successes and problems of the project.

The Health Centers Project is designed to expand and refine the

medical and dental services presently operated by the school system
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and to bring selected services more closely in contact with disadvantaged

students. On the assumption that good health is a prerequisite to a

student's being able to benefit from learning experiences, the Columbus

Public Schools have provided three health centers to serve the inner-

city region. These centers provide physical examinations (including

immunizations and inoculations), dental examinations (including

follow-up, repair, and restoration), and referral of individual cases

to medical-dental consultants, as well as providing the medical

services component of the Pre-Kindergarten Project.

The Health Centers are staffed by one physician, two dentists

(serving on a part-times basis), one nurse, and one dental hygienist.

These persons and their equipment are housed in existing clinics in

three junior high schools in the target area. Referrals to the centers

are made by teachers, school nurses, and other medical personnel

in the area.

Only non-standardized instruments were administered to the

personnel of the Health Centers Project; the instruments developed

included both accounting-type instruments and questionnaires and

intervieW schedules. Included in the instruments which were created

by the Evaluation Center staff were (1) a health center personnel

interview, concerning staff perceptions of the needs of inner-city

residents, the facilities of the project, and the emerging barriers to

project success; (2) a data collection sheet for the project, for recording
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information corwerning the movement of persons through the centers,

and the type and disposition of their treatment; (3) a parent interview,

attempting to gather information concerning parents' perceptions of

treatment by the health center staff and the degree and kind of com-

munication between staff and patients; (4) a school nurse questionnaire,

focusing on the involvement with and assessment of the project; and

(5) a teacher awareness.aLestionnaire and (6)2rincipal interview, both

attempting to gather information on the use of the centers by teachers

and principals and the impact the operation of the centers had on the

health problems of students and the operational problems of schools

and their staff members.

III. A CRITICAL LOOK AT EVALUATION AND ITS INTENT

Evaluation to serve decision-making requirements must be valid,

reliable, trnelx2 credible, and accessible. To what extent has the

Columbus evaluation effort achieved these objectives? Unfortunately

no rigorous and thorough study of evaluation has been made during the

course of the Columbus project. However, a number of judgments

can be made about the impact of the process and perhaps about its

effectiveness in reaching these objectives. Validity and reliability are

. criteria which all information gathering efforts attempt to meet. The

objectives which separate the concept of evaluation from inquiry in a

more general sense, and certainly from "basic" research, are the
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objectives of timeliness, credibility, and accessibility. It is the latter

three objectives which are especially important to those attemptitig

evaluation in an ongoing school program, for z..ttainment of these

objectives is necessary in order for evaluation to be useful to decision

makers operating with time constrai: ts.

The validity of evaluation efforts is difficult to assess, for only

at times does an explicit theoretical framework exist on the basis of

which one can make an evaluation design and appropriate instrumen-

tation. More often, validity is determined (as it waf in Columbus) by

reference to those variables which decision makers find of interest.

Because of the selective concerns of various decision makers, only

some of the many variables which could have been investigated were

focused upon by evaluators in theColurnbus project. When variables

were focused upon, literature searches were undertaken to provide

some foundation for instruments developed within the Center. Standard-

ized tests were assessed for their relevance to the objectives of the

projects and for their usefulness in providing appropriate information

quickly. At present, little evidence exists to prove whether these

tests were relevant, beyond the belief of decision makers. Whether

they were in fact appropriate to the Columbus Title I effort (valid for

its disadvantaged students) may not be known until some time in the

future. The .validity of process instruments (ate type most often con-

structed at the Evaluation Center) is even more difficult to ascertain,
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for the variablestheir content and form--which these instruments

attempted to measure were constantly evolving throughout the course

of the project. Process variables investigated were those which

seemed at the moment to be of importance; i.heir importance in other

projects or in this project at a later date cannot be known. While it

might be useful to attempt to relate process variables to, for example,

organization theory, such determinations must be made after the fact

for Columbus projects.

Validity, in terms of the variables which interested decision

makers, appears to be high. Because of the evolution of the project,

however, the objectives and processes for attaining them have

changed, and the only thing which can be said is that the evaluation

effort appeared to be valid at a particular moment.

The reliability of the evaluation has not been studied formally.

Overall, there is no way to determine the likelihood that similar

results would be obtained from a similar evaluation conducted a second

timeexcept as subjective probability tells us that it is likely. Often,

when similar instruments were used more than once, results which

were consistent with earlier results appeared. However, using these

findings as an indicator of reliability must be done cautiously, for if

instruments were used more than once, it was likely that they were in

a different, changed form the second time. Few instruments remained

unaltered; rather, they evolved as did the project. Many instruments
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were employed only once, on the other hand, to gather data which

appeared relevant at one moment, but appeared less useful at later

phases of the project. In addition, when instruments were used over a

long period of time, or over wide groups, a setting variable appeared

to be acting which might have influenced the reliability of findings.

Because samples of respondents used in the evaluation were such

tightly-knit groups with all members being in close contact, respon-

dents to similar instruments tended to give collusive information.

Group members tended to communicate with one another about the types

of questions asked by evaluators, and often preconceived notions about

questions (and preconceived answers) were awaiting the evaluator when

he came to work with a respondent. Such collusion presents a great

problem if incorrect assessments pravailed in the minds of respondents.

The fact that evaluators were unable to determine reliability of findings

was constantly pointed out to decision makers involved in the evaluation

effort; the degree to which this precautionary statement was believed,

or played a role in later decisions, is as y,et undetermined.

Achievement of the objective of credibility can be accolaplished

by two means. First, the decision maker himself may be familiar with

the area under investigation and can determine (on the basis of his

technical expertise) the credibility of findings presented by another

person (i. e. , the evaluator). On the other hand, if the decision maker

is not intimately familiar with the area under investigation, he often
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forms notions of credibility based on his assessment of the individuals

presenting information to him. Both of these means of building credi-

bility have been used in Columbus. In at least one project decision

makers were doubtful of the credibility of evaluators and only be-

grudgingly granted the trustworthiness of information. This situation

came about through an interaction of familiarity with information on

the part of decision makers and an uncertainty on the part of both

decision makers and evaluators as to the exact confines of each role.

In this specific project, a gradual deterioration of relations between

the evaluation staff and project decision makers occurred. Presently,

new methods are being used in an attempt to rebuild credibility in the

eyes of these decision makers. (However, in such a case it is often

. necessary that both sides give a bit'of ground. ) To rebuild credibility,

the design and instrumentation for the evaluation effort in the coming

year is being geared particularly closely to the needs of decision

makers. At the same time, the precise role of evaluators is being

defined, so that little contention about who ought to do what can occur.

By and large, sound working relationships have been achieved

between evaluators and decision makers of individual projects. It

would appear that, for credibility to be achieved, the evaluator must

act in a professional manner, make his commentary on findings and

analysis precise, and attempt to make his values explicit. It is

important for the decision maker, conversely, to be precise about his
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objectives and certain about the type of information he believes useful.

In this way, the evaluation effort may be less threatening and more

reliable and valid, and evaluators and decision makers may work

together closely.

The requirements for credible and accessible information by all

decision makers in the project tend to interact to produce possible

fluctuations in reliability. In the Columbus project, for example, the

orientation of the evaluation staff was predominently to top-level

decision makers in projects. However, evaluators themselves often

had to obtain information from lower-level decision makers or non-

participants in the formal project decision-making process. Because

information obtained from respondents often was not accessible to

them after it had been analyzed and reported, lower-level decision

makers and non-participants tended to view the evaluation as not being

particularly credible, nor its findings accessible for their needs.

Hence, these persons became disenchanted with the progress of the

evaluation, and informal feedback sometimes was necessary to insure

their continuing cooperation.

Timeliness, one of the most important objectives that evaluation

must meet, has been only partially met in the evaluation thus far.

Certainly it must be a common complaint among project administrators

of all sorts that social scientists tend to be of limited use in obtaining

information to aid in analyzing pressing problems. From an
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administrator's viewpoint, it often appears that by the time social

scientists have defined the problem, debated methodology, proceeded

with the collection of data in an acceptable and "clean" manner, analyzed

the data, and reported their findings the problem which motivated this

analysis has long since been solved, in a judgmental matter, by a

decision maker pressed for time.

The concept of evaluation employed in Columbus is an attempt to

circumvent this objection. Concerns about absolute validity and

exceedingly high reliability have been slightly forsaken so as to

increase the timeliness of and accessibility of information. It is

important to recognize that lax evaluation effort must come to terms

with all the objectives of se and evaluation and achieve a mix reflecting

the needs of the situation. Seldom can -evaluation efforts achieve all

of the objectives to the fullest degree.

Timeliness is a major concern in the Columbus evaluation effort.

The best that can be said thus far, however, is that data provided to

decision makers were provided periodically; the data were not provided

continuously, nor always at the exact moment when they were most

needed. Different modes of returning information to decision makers

were employed, resulting in different degrees of timeliness. Periodic

feedback sessions were held rather often for each project; however,

in most instances an average of two months transpired between the

time instruments were made ready and administered and the time
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that a complete report was given to decision makers. In the time

between, informal means of transmitting information were employed.

Quite often decision makers would remark when confronted with

a piece of information "I knew that." However, the interpretation of

this is open to debate: it may have been that decision makers "knew"

in an intuitive fashion; it may have been that they knew on the basis of

earlier, informal .:.:ontact with evaluators; or it may have been that

they simply were defensive or anxious to get on with other things. The

formal feedback sessions were only somewhat timely; few crucial

decisions were made on the basis of information first presented there.

Some sort of determination must be made concerning the rough

trade-off of timeliness for achievement of other objectives of sound

evaluation prior to creating the evaluation design for a project. Time-

liness can be achieved, of course, but at a cost in the attainment of

other objectives (though it is impossible to say exactly how much of

one will obviate some of another). The determination of this trade-off

should not be made by decision makers alone, for often the evaluation

staff will believe they have a responsibility for the validity and

reliability of information and will be willing to forego only a limited

time before becoming adamant that these other objectives be considered.

Accessibility as an objective of sound evaluation presents an ex-

ceptionally sensitive issue. A policy about accessibility must be formed

by decision makers concerning those persons who "have a need to know. "
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In Columbus certain respondents to evaluators believed that they ought

to have some feedback (some accessibility to the information) on the

results of the evaluation. The determination of how to handle this

claim cannot be made by evaluators; it must be made by decision makers

responsible for the project.

An even more sensitive problem is that of what might happen

should unknown persons obtain evaluation information. Public school

personnel in the Columbus projects were acutely sensitive ta the

desires of interest groups in the city to obtain information about the

ongoing Title I program. There was often the concern in writing

repbrts (which the Center's philosophy implied ought to go to decision

makers) that nothing be said which, if it "leaked out," could damage

the project. Obviously, determining who has a need to know must be

done both for persons within and outside the institutional context in

which evaluation takes place.

Some mechanics of communication are involved in achieving

accessibility of evaluation information. Reports need to be written

in such a way that persons with different backgrounds can read,

comprehend, and utilize the information contained in them. (At the

same time, of course, it is important for evaluators to insert technical

considerations and disclaimers about their data and methods. ) Creation

of an accessible report and the use of informal communication channels

were the primary means for achieving accessibility of evaluation
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information in Columbus. Other means of providing access, such as

the use of data banks and inventories, were not attempted due to the

shortage of time, money, knowledge about who had a need to know

what types of information, and knowledge of how useful such mechanisms

would be. The present effort appears to be reasonably accessible to

those persons who, prior to the beginning of the evaluation effort, were

identified as having a need to know- -the top-level dccision makers.

A concern of evaluation not explicit in the previously-discussed

criteria is sometimes considered at the Evaluation Center. This

concern is comprehensivenessthe scope and depth of data which will

be collected and analyses which will be performed before information

is presented to decision makers. Decision makers are often quite

explicit about what they need. They are concerned about the nature

of a particular problem, the nature of a certain variable, or the inter-

action of specific elements in the system that they are operating.

Often, however, it is useful and perhaps significant (in a practical

political sense) to relate specific problems to long-run or "spillover"

effects which problems and potential solutions create and to the costs

of eliminating these effects. Values espoused in the process of rational

decision making can be narrow or broad on the issue of comprehensive-

ness. It is important to determine the scope of the evaluation effort

and the point of view which evaluators shall take in the gathering,

analysis, and reporting of date, for the simple reasori that efficiency
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is achieved more easily if these values are made explicit.

As mentioned earlier, the Columbus evaluation is focused on the

parts of a system; it does not represent a systems analysis of the

projects, and only a partial analysis of each individual project. The

evaluation is concerned mainly with information relevant to problems.

If a total system view appears valuable, the decision maker must

choose to take it and realize that taking such a view is costly (especially

since the methodology for gathering information from a comprehensive

viewpoint is vague). In order to take a comprehensive point of view,

the scope of comprehensiveness must be defined by decision makers,

so that the evaluation effort can be precisely focused and problems of

methodology identified. As this is done, the relation of comprehen-

siveness to other objectives for a strong evaluation can be more firmly

defined.

In summary, the Columbus evaluation effort has been valid to the

degree that is necessary for decision makers in the project. It has

been reliable to the degree possible given constraints of time and the

requirement that instruments constantly change. It has been reasonably

timely; by and large it has been credible; and it has proved accessible

to those who were defined as having a need to know. A formal evalua-

tion of evaluation must be undertaken to provide a description of its

exact impact on the behavior of decision makers in a project. For the

moment, it is hoped this informal view and judgmental criticism of
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evaluation will allow others to begin io make new thrusts in this

changing field.



Part II

THE PITTSBURGH EVALUATION PROGRAM



THE PITTSBURGH EVALUATION MODEL

Background and Context

In Pittsburgh Public Schools a model evaluation plan is being

developed under a contract with the United States Office of Education

and in conjunction with the evaluation of Title I programs. The pro-

posal for the development of model criteria and procedures in

Pittsburgh set forth the following premises:

I. That evaluation in the public school setting is a process for

program improvement as well as for program assessment

That maximizing the involvement of program personnel

(field staff and administrative staff) in the process of

evaluation fosters staff commitment to program improve-

ment and promotes desired change in staff behavior

3. That the nondirective role for evaluation personnel is effec-

tive in promoting program improvement

In addition, the following conditions or factors in the Pittsburgh

setting have contributed to shaping the Pittsburgh Model:

1. Lack of adequate pre-implementation planning and evaluation

for Title I programs

Z. Anticipation of eventual support for evaluation of other

educational programs currently operating within the system
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3. Proliferation of Title I programs (28 during the first year of

model development), which has made necessary some com-

promises between the optimum and the practical in developing

evaluation procedures

Out of the foregoing considerations and the experience of model

building, the following features of the Pittsburgh Model have emerged:

1. The purpose of program evaluation is seen as that of pro-

viding information requisite to program development and

stabilization and for valid program assessment to those

responsible for decisions to change the program.

2. Evaluation and decision-making functions are seen as separate.

3. Educational programs are viewed as discrete subsystems of

the total school system.

4. The audience for evaluation information is seen as primarily

the decision makers within each program. The exceptions to

this rule are at points of inter-program contact (e. g. are

separate programs compatible? ) and comparison (e. g. which
1

is most efficient? ). Decision-making responsibility is

1 In order to satisfy the requirements of the Elementary and
Secondary Education Act of 1965 and of the state and federal agencies
responsible under the law, product assessment not always consistent
with the Pittsburgh model is carried on concurrently with model activi-
ties. Product evaluations not consistent with the model are reported
annually, whereas evaluation reports under the model are not tied to a
fixed time schedule.
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presumed to reside in all strata of program staff; i.e., all

members of program staff, from teachers on up through the

supervisory and administrative ranks, are potential program

developers.

5. The focus of evaluation under the model--the evaluation

criteria and their sequence--reflects an interpretation of the

information input necessary for program improvement and

assessment in the public school setting. Program develop-

ment is seen as a spiraling process, with much recycling of

change activity as a program evolves.

6. The procedures of evaluation under the modelthe specifi-

cations for how evaluation purposes are to be carried out--

are engineered to encourage the involvement and commit-

ment of teachers and other categories of field staff to

insure acceptance and use of evaluation findings.

The Focus a. Evaluation

The first concern of the model building effort in Pittsburgh is that

of determining what is to be evaluated. Guidelines have been adopted

which relate evaluation to the spiral of program development, speci-

fying both the sequence of evaluation interest over time and the scope

of interest in point of time. An explanation of the guidelines and their

underlying rationale is presented in the following section.
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The Guidelines: Sequence

Guidelines relevant to sequence in evaluation are represented in

Figure I. Under these guidelines, evaluation purposes or objectives are

seen as related to the decision problems of program developers; these

decision problems, in turn, are seen as being determined by the status

of the program in the process of program development. For conven-

ience in formulating a generalized plan of sequence, the development

process is viewed as being segmented into four levels or stages, and

a set of evaluation objectives and criteria is associated with each stage.

In Figure I, the four evaluation stages are listed in Column I, and a

set of evaluation objectives for each stage in Column II.

Under the guidelines, each evaluation objective is impl ernented by

the evaluatien staff through the observation of specified phenomena and

the application of specified criteria in making evaluation judgments.

To the extent that it is possible at this time to generalize, the guide-

lines specify the sources of standards for the criteria. In Figure I,

the observations and criteria associated with each objective are listed

in Columns III and IV respectively. The standards sources for speci-

fied criteria are listed in Column V. The development problems for

which the evaluation produces information are listed for each stage in

Column VI.
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Stage I. The objectives for evaluation in Stage I are to assess

the viability and the feasibility of the program design under the condi-

tion that the program is already operational; the paramount question--

which definition, or design, of the program to assess--is resolved by

the guidelines, which provide for generating a dynamic baseline defi-

nition, or working definition, of the program by means of public inter-

2views with representative groups of program staff. This observed

public consensus is then judged for viability by applying the two

criteria of comprehensiveness and face validity.

The standard used for the criterion of comprehensiveness has

been developed in Pittsburgh through systematic analysis of the defi-

nitions or designs of all Title I programs. This standard is embodied

in a comprehensive list of program elements and is presented in

Figure II as the Taxonomy of Program Dimensions. As shown in

2
After a Title I program has been implemented in Pittsburgh,

there are usually .at least three designs of the program in existence:
one is represented by the project proposal, at least one other exists
in the thinking of program leaders, and a third is reflected by what
actually happens in the operation of the program. Experience sug-
gests that, at any given time, the actual number of designs in exist-
ence for a given program is proportional, inversely, to the quality of
the intrastaff communication achieved for that program. The rationale
for the consensus definition is as follows: it provides an expedient
focus for program development activity aimed at modifying and in-
ternalizing program goals because (1) it reflects many of the divergent
views held by the program staff, while at the same time, (2) it is
largely shaped by the thinking of program leaders whose influence in
the process of deriving the definition may act as a stimulus for
internalization.
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Figure II, program elements are classified into four broad categories.

Three of theseoutcomes, antecedents, and process--are regarded

as necessary and sufficient for program design. The educational pro-

gram is conceived as a dynamic input-output system; in keeping with

this concept, channels and procedures for communication are seen as

essential elements of program design.

The basic questions relative to comprehensiveness of the pro-

gram definition are (1) "Is there specific program information for

each dimension in the taxonomy? " and (2) "Are program dimensions

spelled out in acceptable form, i. e. , are objectives stated in terms

which describe behavior, conditions of behavior, and standards or

criteria?" In judging a design for comprehensiveness in the first or

second cycles of evaluation,3 it is common in the Pittsburgh experi-

ence to find that many of the dimensions are either not specified, not

complete, or not in desired form (e..g. objectives are not stated in be-

havioral terms). The implication for decision makers in these

instances is that curriculum development work or other activity to

extend and/or modify the program definition should be initiated.

The second criterion for viability of the program definition is that

3
A description of the evaluation cycle appears in a later sec-

tion of this paper.

.110-
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of face validity, or the logic (reasonableness) of the functional rela-

tionships implicit in the definition. The standard source suggested by

the model for application of this criterion is a qualified consultant

employed by the evaluation staff. 4 In judgments relative to face valid-

ity reside implications for modification of program design.

To implement the second objective of Stage I evaluation, that is,

to assess the feasibility of the program definition by applying the c ri-

terion of compatibility, a second set of observations is collected.

These observations relate to the reciprocal effects of the program, as

currently designed, and the program environment. The question to be

answered is "Does this program conflict with other programs or with

the school system as a whole in regard to the use of student time,

staff time, facilities, or media? "5

In the Pittsburgh system, information on which to judge compati-

bility is not readily available at present. The current practice, there-

fore, is to assess the perceptions and opinions of field personnel,

accepting as a standard the hierarchy of system objectives which is

implicit in those opinions. Judgments arrived at in this manner are

indeed gross; when unquestionably negative, they lead to questions for

4 A checklist useful for assessing face validity is presented in
Figure III. These state ents are derived from "Criteria for Stage I
Evaluation Judgments" presented in Figure 6 which guides the
Pittsburgh evaluation staff.

5 The basic questions which can help determine compatibility
are presented in Figure IV.



The terminal objectives tell what the student does to
signify success in the program.

The terminal objectives are clearly related to day-to-
day activities of the program.

The enabling objectives are clearly related to the
terminal objectives.

4. The entering behaviors are consistent with the
selection criteria.

5. The entering behaviors are linked to the program's
objectives.

6. The media are clearly related to activities and are
sufficient for the essential activities.

7. The activities are related to the objectives. There
is at least one activity for each objective.

8. Time resources are realistically related to the ob-
jectives. There is sufficient time for each
specified activity.

9. Staff qualifications and characteristics are adequate
for the functions defined. If not, in-service activi-
ties are spelled out to make them adequate.

10. All functions necessary to serve the objectives are
included.

11. The functions for each group are clearly related to
program objectives.

12.. Staff duties are clearly related to staff functions.

13.. Staff duties are clearly defined.

14. There are duties for each function.

15. Intra- staff activities are adequate for support of
program operation or program objectives.

16. Communications channels outside the 'program are
related to support needs.
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Figure I
Checklist for Face Validity
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1. Is sufficient time available for student participation in the
program?
What activity does the student give up in order to partici-
pate in the program?
Does this reallocation of student time result in sacrifice
to other objectives of the school program?
Does it have an effect on the operation and/or goal attain-
ment of this program?

2. Is sufficient time available for participation by the program
staff and cooperating personnel?
What activities do staff or cooperating non-program per-
sonnel sacrifice in order to participate in the program?
Does this reallocation of their time result in a sacrifice
to other objectives of the school program? How does it
affect this program?

3. Are facilities and media now available to the program? If
not, have plans been made to provide them?
Is allocation of facilities and!or media to this program
resulting in sacrifice of other objectives of the school
program?
Is this program affected by the manner in which facilities
and media are allocated?

4. Are the gains for students anticipated by this program equal
to, less than, or greater than possible sacrifices in other
educational objectives of the school program?

N1111110111=1111110.01111101011".1.010.060 0. ev.....

Figure IV
Basic Interview Questions, Program Compatibility

.113-
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decision making relating to reallocation of resouices within the sys-

tem, program termination, and program modification.

Stage II. The objectives for evaluation in Stage II are to assess

both the implementation of the program and the validity of the program

assumptions. The initial focus is the current status of the working

definition, as reflected by the current public consensus of program

personnel. The second set of observations for Stage II evaluation re-

late to the operational reality of the program in the antecedent and

process dimensions.

A single criterion is applied--the congruence or incongruence of

current program design with current program operation. This congru-

ence or lack of congruence reflects both on the quality of implementa-

tion and/or the validity of program assumptions. If program operation

does not accord with intent (as reflected in the public consensus) two,

and only two, inferences are possible: (1) functional relationships

implicit in the program definition--the program assumptions- -.are

invalid and/or (2) the program has not been communicated and /or in-

ternalized among the specified personnel. Implications from these

findings relate to action for program redesign and/or for operational

adjustment through broadening and internalizing the current consensus.

The guidelines do not yet specify the standard for congruence.

The question to be explored is, "How.much discrepancy between pro-

gram design and program operation simuld be regarded as inevitable?!'

-114.-
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Perhaps the standard which evolves will be a ranking of antecedent and

process dimensions in terms of the relative importance of discrepancy

in each dimension.

Stage III. The observations and judgments which implement

Stage II objectives serve another purpose at Stages III and IV. At these

higher stages in the sequence evaluation serves both to monitor the

quality of implementation, and as stated in the guidelines, to maintain

the fidelity of the operating program with the program design. Thus,

at Stage III the working definition is compared with the observed status

of antecedent and process dimensions in the operating program. Any

resulting implications for change activity relate to operational adjust-

ment through improved communication of the program.

The other purpose of evaluation at Stage III is assessment. Both

the effectiveness of the operating program and the validity of program

assumptions are assessed in one set of operations--the observation of

program outcomes and comparison of these for congruence with out-

comes specified in the design. The source of standards for judging

congruence is identified by the guidelines as the program's own design

(working definition). As seen in the Taxonomy (Figure II) one neces-

sary element of program design is the specification of criteria for

outcomes.

Inferences inherent in negative assessment at Stage III relate to

validity of the program design. Instability as an explanation of failure
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has been ruled out at this stage by both the accomplishment of

evaluation objectives at Stage II and the subsequent quality control

function of evaluatimi. Therefore, when it is found that the operating

program is not achieving its objectives, the validity of functional re-

lationships implicit in the program definition is called into question.

The implication for program leaders is change activity directed toward

altering or restructuring the program design.

Stage IV., The quality control function of evaluation continues in

this stage and is represented in the guidelines as the first objective

for Stage IV evaluation--to maintain the fidelity of the operating pro-

gram with the program design. As in Stage III, this objective is im-

plemented by first observing both the current working definition of the

program and the status of the operating program and then applying the

criterion of congruence. Implications from negative evaluation relate

to operational adjustment through improved communication of the

program.

The unique objectives of evaluation in Stage IV are to assess the

efficiency and the economy of the operating program. The observation

relevant to assessing the efficiency of the program is its cost in terns

of student or participant time (one aspect of the antecedent dimension).

The criterion of cost relative to effectiveness is applied, invoking

standards derived from and for the entire school system. 6

6
These standards do not yet exist in the Pittsburgh system.

10MM
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Implications from negative assessment in Stage IV relaie to de-

cisions for program termination or program modification.

The Guidelines: The Evaluation Cycle

The guidelines for sequence are purposefully inexplicit about the

time dimension in evaluation. The range of evaluation interest in

relation to periods of time during program evaluation is clarified in

the explanation of the evaluation cycle--the mechanism for adapting

the evaluation sequence to the rate of change in the program. Under

the guidelines, a cycle of evaluation consists of those evaluation activi-

ties essential to implementing a set of evaluation objectives and, in

addition, a monitoring of program change at the end of the cycle. The

evaluation objectives which define an evaluation cycle are not identical,

necessarily, with any single group of objectives that defines an evalu-

ation stage (see Figure I).

After the first cycle, each succeeding evaluation cycle is defined

in part by the necessity of evaluating in the light of changes in the pro-

gram. Thus, .as program development activity recycles, so also does

evaluation activity. As successive evaluation cycles adopt new objec-

tives moving ahead through the sequence of evaluation stages, they

also include some of the objectives and associated activities of earlier

stages. After Cycle I, .an evaluation cycle is likely to be broader in

its scope of interest than a single evaluation stage.
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Criteria for Definition of the Evaluation C cle. Experience with

the interaction of evaluation activity and program change currently is

insufficient to suggest more than general guidelines for cycle definition.

These are as follows:

1. Negative Evaluation--When a negative evaluation judgment is

reached during one cycle of evaluation, the associated criteria and ac-

tivities are included again in the next cycle of evaluation. New objec-

tives associated with a higher stage of evaluation are incorporated as

long as consistent with the actual progress of program change. There

is always a time delay between evaluation judgments directed toward

program change and actual program change. Furthermore, pursuant

to negative judgment at a given level of program evaluation, program

development must recycle at this level and possibly also at earlier

levels before "catching up. " The decision to define a new evaluation

cycle in terms of the next higher level of evaluation is based on expec-

tation that program recycling will be rapid enough for sufficient pro-

gress within the time constraints imposed by the structure of a new

evaluation cycle. Considerations which affect the expectation of ade-

quate program progress are as follows:

a. Observation of the change decisions and plans of prograni

leaders and judgments of the efficacy of these plans by those members

of the evaluation staff most knowledgeable about the program. (Is the

-118-
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impetus and know-how for change activity adequate? Is the available

time adequate? )

b. Nature of the evaluation observations needed at the higher

level of evaluation and time constraints affecting the collection of such

observations. (Can program design changes be completed and monitored

in time to determine the source of observations and to make collections

within the duration of the ensuing cycle? )

2. Positive Evaluation--When positive, or predominantly posi-

tive, judgments are reached during a cycle of evaluation, the ensuing

c7cle is defined primarily by objectives and activities associated with

the next higher stage of evaluation.

The Procedures of Evaluation

Guidelines for sequence and cycling define the focus of evaluation.

Equally important in the Pittsburgh Evaluation Model are the proce..

dures for implementing these guidelines. The procedures currently

employed for making and reporting the specified observations and

judgments are described below. For the most part, these apply for

Stage I evaluation (project development activity is presently focused on

Stage II procedures), although their potential for use in subsequent

stages is apparent. The premises of maximum participation of pro-

gram personnel and nondirectiveness on the part of evaluation person-

419.
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nel have played a prominent role in defining the evaluation procedures

herein described.

The Program Definition Mestu: Rationale

At the start of evaluation, Title I programs are ill-defined and

poorly communicated. Lack of agreement on program objectives is

reflected in the distinctiveness of the goal descriptions from different

sources. Typically, at least three distinct sets of goals are presented:

one set by the project propusal; a second set by program leaders; the

third and additional sets of goals, by implication, in the field opera-

tion of the program. Deficiencies of program design are evidenced in

lack of specificity regarding the antecedent conditions and procedures

for reaching objectives and in the vagueness of the objectives them-

selves.

Whereas the confusion of goals and deficiencies of design suggest

the emphasis for evaluation in the initial stages, they also represent

a substantial procedural barrier: whose objectives and whose defini--

tion of the program do we evaluate?

The solution is provided by the Program Definition Meeting, a

procedure of structured group interview for eliciting and recording the

public consensus of the entire program staff (or a representrtive

sample) on questions relative to program dimensions. This procedure

. encourages maximum participation of program personnel in the pro-.

.120-
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cess of deriving a baseline, or working definition, of the program.

The product of this meeting--the working definition--reflects many of

the divergent views held by program staff, while at the same time it

is largely shaped by the thinking of program leaders whose influence

may act as a stimulus for internalization. Thus, it is a convenient

focus for program development activity aimed at modifying and inter-

nalizing program goals.

ate Program Definition Meeting: Description

A. Purpose

1. To generate a definition of the program which

a. Is as complete as possible in terms of the Pittsburgh

Taxonomy of Program Dimensions (See Figure I)

b. Reflects divergent opinion within the program staff

2. To encourage communication between levels and within levels

of program staff and to increase knowledge about the program

3. To encourage acceptance of the value of evaluation

4. To maintain a nondirective role for evaluation staff

B. Participants

1.. Program staff

a. When possible, the entire program staff, including the

chief progran administrator and his superior in the

administrative ranks, is invited to the meetings.
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b. When participation of total staff is not possible, a strati-

fied sample of staff is invited. Variables taken into

account are those which relate to variability of program

goals such as (1).length of service in the program, in

the school, and in the profession; (2) the size of the

school; (3) socio-economic characteristics of the school;

and (4) function in the program.

2. Program staff participants enter the meeting with varying

degrees of interest in and knowledge about the program.

Many, especially at higher levels, afe apprehensive about

the effects of evaluation. Many at lower levels are reluc-

tant to express divergent opinion in the presence of program

leaders.

3. Evaluation Staff

a. Discussion leaders: Members of the field research staff

with leadership experience and/or training in theory

of group process and in techniques of discussion leader-

ship play a major role in the definition meeting. These

leaders are briefed one or two days before the meeting

by the program evaluator.

b. Status leader: The Director of Research and/or the

Coordinator of Evaluation are present at the meeting.

-122-
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c. Program. ev_alaiator: The member of the evaluation staff

with major responsibility for evaluation of the program

is involved before, during, and after the meeting.

C. Other Resources

1,. A large meeting room with space and facilities for subdi-

vision of the participants into a series of small (maximum

of 10 participants) discussion groups is used. The maximum

number of small groups accommodated is six. Thus, the

total number of participants per meeting is limited to 60.

2, One half-day is the limit of time available to members of

the instructional staff for participation in the Program

Definition Meeting. Definition meetings adapted to this

constraint are conducted for a three-hour morning or after-

noon s es sion.

D. The Process

1. Planning and coordinating the meeting is the responsibility

of the program evaluator. Prior to the meeting he completes

the following plans and preparations:

a. Arrangement of details of date, time, and location of

meeting and selection and inviting of particiyants. In all

of these activities the program evaluator works closely

with the program administrator or other program leader.
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b. Preparation and distribution of the discussion agenda.

Dimensions of the program as specified in the Taxonomy

of Program Dimensions are interpreted to program

personnel in the form of questions about their program.

The program evaluator phrases these questions in terms

familiar to program personnel. Copies of the discussion

agenda, or interview schedule, are distributed to the

participants in advance of the meeting.

c. Assignment of participants and discussion leaders to

groups!. Specific assignment otparticipants serves

several purposes:

(1) To represent within each group those variables--

function, attitudes, status, length of experience,

physical location--which relate to variability in

program goals

(2) To set the stage for maximum input by each individual

in the group through strategic placement of authority

figures and prevention of interpersonal status barriers

(3) To limit the size of groups to a maximum of ten

members each

d. Briefing of discussion leaders. At least one day before the

meeting, the program evaluator conducts a briefing for
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discussion leaders during which the following kinds of

information are presented:

(1) History of the program's development and

implementation

(2) Rationale and general description of the program

(3) History of evaluation of the program

(4) Interpretation of the interview schedule

(5) Composition of individual discussion groups, including

identification of variables relevant to the discussion

process known by the evaluator to be present within

the groups--role or value conflicts, status sensi-

tivities , attitudes of program personnel, etc.

(6) Details of physical arrangements, time allocation,

and other administiative matters

2. The meeting is opened by status leaders. Leaders from out-

side the evaluation staff are encouraged to make opening

remarks and to lend their support to the goals of the meeting.

The status leader representing the evaluation staff explains

the nature and purpose of the meeting, including its place in

the evaluation process, and stresses the value and importance

of individual contributions in the process of program defini-

tion. No more than fifteen minutes is devoted to this part of

the program.
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3. The participants are assigned to small groups for the inter-

viewing. The discussion leader for each group explains

again the purpose of the group session and the details of pro-

dure:

a. He stresses the equality of participants in the process and

the value of every contribution.

b. He describes the method of circular response, the pro-

cedure for reaching the goal of equal and/or maximum

individual participation.

c. The leader may use a technique such as introduction of

individual group members as a means of establishing a

favorable climate for the work of the group.

4. The discussion leader uses the interview schedule and the

method of circular response to interview the. group. The

leader continually interprets, feeds back, and summarizes

the responses of participants in order to record group

consensus for each question. When consensus is not possible,

division of opinion is recorded. (The leader may appoint a

recorder to supplement his own note-taking.) The interview

continues for two hours or more.

5. The program evaluator monitors the discussion groups and

decides when the group interview session can be terminated.
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At his signal, p rticipants reconvene as a unified group for

concluding statements by the program evaluator or the status

leader. The leader describes the use to be made of the group

interview data and promises feedback to the participants in the

form of a formal definition of the program.

6. The program evaluator conducts a post-meeting session

of group leaders for discussion and analysis of the inter-

view processes and the resulting products. The evaluator

gains insights which help him in the analysis and synthesis

of the group interview data and the preparation of a formal

definition of the program.

7. The evaluator prepares a formal definition of the program

which is then distributed to all participants or to all mem-

bers of the program staff.

Sta e I Panel Meetin : Rationale

A danger inherent in judgmental evaluation ist subjectivity in the

choice and application of judgment criteria. Alternatives for either

avoiding or mitigating the effects of this danger are (1) to confine

evaluation to information gathering without judgment, or (2) to employ

only criteria identified by the interested parties. The Pittsburgh

Evaluation Model rejects these alternatives as inefficient for the pur-

pose of stimulating program improvement.
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To preserve the judgmental function of evaluation while mini-

mizing the inhexent danger, the Pittsburgh Model relies on two strategies.

rirst, evaluation criteria are predetermined, universally applicable

(that is, applicable to all programs evaluated), and external to the

individuals responsible for applying them. Secondly, on the presump-

tion of greater safety in numbers, the model employs the panel meeting

as the procedure for making evaluation judgments.

Stage I Panel Meeting: Description

A. Purpose

1. To make judgments of the program definition by applying the

Stage I criteria

2. To encourage acceptance and use of findings by program

decision makers

3 To maintain a nondirective role for evaluation staff

B. Participants-- Members of the Panel

1. The program administrator, who may enter the panel meeting

somewhat apprehensive about the role and effects of evalua-

tion

2. The program evaluator, the member of the evaluation staff

with major responsibility for evaluation of the program who

is involved before, during, and after the meeting

3. A consultant employed by the evaluation staff who is a content
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specialist in the area of the program's major emphasis

4. A resource person from the evaluation staff who is technically

competent in matters of instructional objectives and program

design

5. A status leader from the evaluation staff, usually the Coordi-

nator of Evaluation

C. Other Resources

1. Facilities and Equipment

The desired atmosphere is best achieved in a small, com-

fortable room containing a round table with capacity for

seating five persons. A tape recorder operates throughout

the meeting to record the deliberations and findings of the

panel for subsequent analysis.

2. Materials

Before the meeting, copies of the Program Definition, product

of the Program Definition Meeting, and the Taxonomy of

Program Dimensions (See Figure II) are sent to each partici-

pant. The program administrator and the consultant are

given, in addition, materials which describe the purposes and

procedures of the panel meeting (See Figure V, Guidelines

for Stage I Judgments). During the meeting, the panel

moderator is guided by these procedures and by the Criteria

for Stage I Evaluation Judgments (See Figure VI).
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1. Judgments of the Program Definition will be made by a panel con-
sisting of the program evaluator, the program director, one con-
sultant employed by the Office of Research, and one resource
person from the Office of Research, with the Coordinator of
Evaluation acting as moderator.

2. The criteria and standards to be applied are as follows:

Criterion

a. Comprehensiveness of the
Program Definition

b. F ace validity. (internal
consistency) of the Program
Definition

c. Compatibility of defined
program with program
environment

Standard

Taxonomy of Program
Dimensions

Consultant employed by
evaluation staff

Values implicit in opinions
of field staff

The Program Definition and Taxonomy of Program Dimensions arel
supplied to panel members in advance of the panel meeting. Field
obserVations are reported by the evaluator at the meeting of the
panel.

4. In the event that the panel does not agree in making any one judg-
ment, the following rules are to be applied by the moderator:

a. The evaluator must be responsible for judgments based on
criterion "a" above.

b. The consultant and the resource person from the Office of
Research must be responsible for judgments based on cri-
terion "b" above.

c. The program director and evaluator must be responsible for
judgments based on criterion "c" above.

1

5. A detailed record of the judgments of the panel is to be kept by the
evaluator and used as the basis for a Stage I evaluation report to
the program staff.

Figure V
Guidelines for Stage I Judgments
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Program Definitions are weighed with the three following criteria iii

mind: (1) comprehensiveness, (2) face validity, and (3) compatibility.

Comprehensiveness

The basic questions here are (1) "Is there specific program informa-

tion for each dimension in the taxonomy?" (Gaps should be indicated. );

and (2) "Are.programdimensions spelled out in acceptable form, i.e. , are
objectives stated in terms which describe behavior, conditions, and

standards or criteria? "

Face Validity

Here the internal consistency of the definition is examined through

consideration of the following questions:

1. Do the terminal objectives tell what the student does to signify

success in the program?

2. Are the terminal objectives clearly related to day-to-day
activities of the program?

3. Are the enabling objectives clearly related to the terminal
objectives?

4. Are the entering behaviors consistent with the selection criteria?

5. Are the entering behaviors linked to the program's objectives?

6. Are the media clea rly .elated to activities? Are they sufficient

for the essential activities?

7. Are the activities related to the objectives? Is there at least one
activity for each objective?

8. Are time resources realistically related to the objectives? Is

there sufficient time for each specified activity?

9. Are staff qualifications and characteristics adequate for the

functions defined? If not, are in-service activities spelled out to

make them adequate?

10. Are all functions necessary to serve the objectives included?

11. Are the functions for each group clearly related to program

objectives?
Figure VI

Criteria for Stage 1 Evaluation Judgments
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12. Are staff duties clearly related to staff functions?

11 Are staff duties clearly defined?

14. Are there duties for each function?

15. Are intra-staff activities adequate for support of program opera-
tion or program objectives?

16. Are communications channels outside the program related to
support needs?

Compatibility

In measuring the program's compatibility, the question to be
answered is: "Is this 'Program consistent with other programs and with
the entire school system? " The basic Stage I interview questions can
help determine the external consistency of the program.

1. Is sufficient time available for student participation in the
program? What activity does the student give up in order to
participate in the program? Does this reallocation of student
time result in sacrifice of other objectives of the school program?
Does it have an effect on the operation and/or goal attainment of
this program?

2. Is sufficient time available for participation by the program staff
and cooperating personnel? What activities do staff or cooperat.
ing nonprogram personnel sacrifice in order to participate in the
program? Does this reallocation of their time result in a sacri.
fice of other objectiveE of the school program? How does it af..
feet this program?

3. Are facilities and medta now available to the program? If not,
have plans been made to provide them? Is allocation of facilities
and/or media to this program resulting in sacrifice of other
objectives of the school program? Is this program affected by
the manner in which facilities and media are allocated?

4. Are the gains for students anticipated by this program equal to,
less than, or greater than possible sacrifices in other educational
objectives of the school program?

5. In general, what is the effect of ,Nrogram on the environment
in which it operates? What is the _fect of the environment upon
the program?

Figure VI
Criteria for Stage I Evaluation Judgments (contd. )
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D. The Process

1. Planning and arranging the meeting is the responsibility of the

program evaluator. Prior to the meeting, he completes the

following plans and preparations:

a. Arrangement of details of date, time, and location of

meeting and selection and invit_i. In
choosing the consultant for the panel meeting, the evalu-

ator confers with the Coordinator of Evaluations Three

considerations influence the choice of the consultant:

(1) Preparation in the discipline or field of study related

to the program's major emphasis

(2) Personal capacity for a productive relationship with

program leaders

(3) Opportunity for a continuing relationship with program

leaders, as affected by factors such as permanence of

professional or vocational ties

b. Preparation of participants before the meeting. At least

one day in advance, the evaluator distributes the materials

of the meeting and explains its purposes and procedures

and the roles of participants to the consultant and to the

program administrator. In communicating with the program

administrator, he stresses the sharing of responsibility for

evaluation judgments.
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2. The meeting is opened by the status leader from the evaluation
-

staff, who keynotes the discussion as shared responsiblilty on

the part of evaluation staff, program staff, and the consultant

for evaluative analysis of the program, definition.

3. The status leader acts as moderator for the panel proceedings.

a. He raises questions relative to the comprehensiveness of

the program definition (see Figure VI). In the event of dis-

agreement among the members of the panel on any one

question, the moderator invokes the judgment of the pro-

gram evaluator.

b. He raises questions relative to the face validity of the pro-

gram definition (see Figure VI). In the event of disagree-

ment among the members of the panel on any one question,

the moderator invokes the combined judgment of the con-

sultant and the resource person from the evaluation staff.

c. He calls upon the program evaluator to present the results

of the Stage I field interviews. He asks for the panel's

judgment of program compatibility. In the event of dis-

agreement among the members of the panel, the moderator

invokes the combined judgment of the program administrator

and the program evaluator.

4. The program evaluator uses the tape recording of panel
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proceedings to prepare a comprehensive outline of panel

findings, relating them, item by item, to specific parts of the

program definition. These findings are the culmination of

Stage I evaluation and form the basis for the Stage I Evaluation

Report.

5. The evaluator prepares a report of Stage I evaluation which is

then distributed by the Office of Research to all members of

the program staff.

Feedback: Rationale

The function of evaluation in program development and program

assessment under the Pittsburgh Model is to provide both judgmental

and objective information about the program for use by program

decision makers. It is important that this feedback be given in a man-

ner which encourages both the'acceptance of evaluation and the use of

evaluation findings for program development. Some of the guidelines

which shape the form, focus, timing, and frequency of feedback are as
,

follows:

1. Feedback is always given in a context which provides interpre-

tation of evaluation functions and activities.

2. Feedback is given as promptly after each act of evaluation

(each set of observations or judgments) as is consistent with

care and accuracy of data handling. It is given in oral form
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while written reports are in preparation.

3. The courtesy of a preview .of each written report, before it is

issued, is extended to the program administrator.

4. For every program, written evaluation reports are issued to

all individuals identified as program staff or as resource per-

sonnel essential to the program.

5. In written reports, evaluation findings are presented as

judgments with implications for action,

6. Interview data is returned to respondents in written form, for

preview as well as for verification, before it is used for

evaluation purposes.

7. Relevant feedback is given tO all adult individuals within the

system, whether or not on program staff, who have contrib-

.uted to evaluation as subjects of observation or participants in

evaluation activity.

Feedback: Des cription

Informal. The evaluator interacts almost continuously with program

staff, both administrative and field personnel, the degree of interaction

being determined both by the size and scope of the field to be covered

and by the number of scheduled activities. Program activitieS such as

in-service training meetings and group planning sessions, as well as the
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evaluation activities described in earlier parts of this paper, provide

opportunity for inforrr al contacts. Between scheduled activities, the

evaluator visits the field operations making personal contacts with

individual members of the field staff.

During these visits the evaluator seizes every opportunity for com-

municating recent evaluation findings and observes and records the re-

actions of program staff. He is systerriatic in directing feedback to those

individuals who have given time and effort for evaluation. His contacts

are most frequent with the program administrator to whom he reports

not only the results of evaluation, but also the reactions of field per-

sonnel.

Formal. Feedback of this type is provided by the documents

described below:

1. Evaluation Reports--At the end of each cycle of evaluation for

each program, a written report is issued, with evaluation judgments

and any implications for program change activity made clear. The

report inCludes the data on which judgments are based. One section is

devoted.to an explanation of the nature and purpose of evaluation for the

cycle. Since evaluation cycles are not tied to a specific time schedule,

evaluation reports may be written as often as several times during a

given school year.

2. The Annual ReRortThe annual report for each program

satisfies the requirements of the state and federal agencies responsible
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under the Elementary and Secondary Educatinn Act of 1965 for the

evaluation of Title I projects. In response to the needs and wishes of

these agencies the report includes program assessment, whether or not

such assessment is consistent with the evaluation model. (In anticipation

of the annual evaluation report, product data is collected concurrently

with process data during the school year. ) In addition, the report in-

cludes a review of all evaluation activity and findings of the previous

year, thus providing a view of the individual cycle evaluations as links

in the spiral of program development.

3. Monthly Newsletter--As an additional means of insuring con-

tinuous feedback to all program staffs, the evaluation staff plans to

institute a monthly evaluation newsletter for all personnel involved in

Title I programs. The newsletter will describe (1) plans for evaluation

as they evolve for each program; (2) current evaluation activities such

as program definition or redefinition meetings, panel meetings, instru-

ment development work, data collection, etc; and (3) evaluation findings.

One anticipated benefit of the newsletter is the enriching of the concept

of evaluation held by field personnel.

The Problems Inventory; Rationale

In Stage II, evaluation looks for lack of congruence between the

defined program and the operating program. In thus leading the way to

improved communications within the program staff and/or to program
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redefinition, evaluation functions for program development. However,

a hazurd to efficiency in stimulating program change activity is present

in the number and range of dimensions for each program and in the

current scarcity of instruments for measuring antecedent and process

dimensions. For a given cycle of evaluation, thoroughness in seeking

out incongruence for every program dimension can be achieved only at

the cost of delay in pointing the direction of program improvement. To

maximize the benefits of rapid program recycling, evaluation strategy

for Stage II relies on selectiveness which is supported by a means for

cultivating sensitivity to areas of probable incongruence. The problems

inventory is a set of cues which facilitates the assigning of priorities

for Stage II observations.

The Problems Inventor : Descri tion

The problems inventory is developed at any convenient gathering

of the program staff, or a representative sample of the staff. (Usually

time is set aside for developing the problems inventory near the end of

a program definition meeting). The inventory is made up of staff

responses to a question such as "What singld problem in the conduct of

your program is most threatening to the objectives of the program? "

When conditions permit, small group discussions are used to evolve a

ranking for the items on the inventory.
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Other Procedures

Project activity currently is aimed toward developing procedures

to implement evaluation in Stage II and subsequent stages and, in addi-

tion, to facilitate evaluation staff--program staff communication and

collaboration across all stages of evaluation. Specifically, procedures

are being designed for:

(1) support of program staff activity for refining state-

ments of objectives and the internal structure of

program design;

(2) using field personnel for instrument development;

(3) imparting to program personnel a deeper under-

standing of the evaluation function and of the value

to both evaluation staff and program staff of fre-

quent interaction and open channels of communi-

cation.
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EVALUATION UNDER THE PITTSBURGH MODEL:
THE PREPRIMAR.Y PROGRAM

Introduction

The Pittsburgh Public Schools enroll approximately 75,000

students an,' employ 1700 teachers in 108 school buildings. Y.:1 1965,

72 of these schools were designated as compensatory schools for the

purpose of allocating Title I funds.

The Pittsburgh Title I effort was made up initially of 31 discrete

projects. Prior to the 19664967 school year, the first complete year

of operation, the number of projects was reduced to 28. These projects,

directed toward the needs and problems of disadvantaged children,

cover a wide range of strategies, including curriculum development,

remediation and enrichment, innovative administrative structures,

physical and mental health services, and guidance services. For the

purpose of illustrating the evaluation strategy and procedures being

developed in Pittsburgh, one project, the Preprimary PrograM is

presented herein.

History

. PittsbUrgh's Preprimary Program, was originally conceived as

a crucial first step in the plan for a city-wide prograM of compensatory

educatibn for children from culturally and economically deprived

neighborhoods. 'The preschool endeavor was initiated in one school in
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October 1964 and extended to 12 other schools during its first six months

of operation. Since March 1965, 41 additional classes have been added

to the program. As of June 1967, there were 54 operating units attached

to 44 elementary schools with a total enrollment of nearly 2000 children.

Descriytion

Broadly and very loosely defined, the Preprimary Program in

the Pittsburgh Public Schools seeks to provide three- and four-year olds

from economically and culturally deprived areas with an opportunity to

begin to develop the kinds of socio-emotional characterist;.cs and cogni-

tive skills they will need to succeed in school. An effort is also being

made to promote physical well-being by providing the children in the

program with nutriticaus meals and access to basic health services.

During the 1966-1967 school year, the Preprimary Program employed

54 teachers, 54 assistant teachers, 54 aides, and a number of part-

time volunteers. Supervision was handled by a program coordinator

and two assistant coordinators. Additional staff included an art consul-

tant, eight eurhythmics instructors, twenty staff in trainhg, and five

unassigned teachers, one of whom acted as a substitute.

The Office of Research has been involved in the evaluation of

various aspects of the program since 1965. In the fall of 1966 evalua-

tion plans and activities relative to this program became a part of the

ongoing model development effort in Pittsburgh. The evaluation events

and products for this program during the 1966-1967 school year, as
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described below, illustrate the process and products of evaluation under

the Pittsburgh Model.

Program Definition

The initial definition of the Pre primary Program is based on

information elicited from teachers, principals, and supervisors at two

separate meetings held in February 1967. The information itself con-

sisted of staff members' responses to several questions put to them by

members of the evaluation staff. To minimize inaccuracies, discussion

leaders were asked to summarize orally the essence of each participant's

remarks before writing them into the record. Volunteer recorders were

also utilized to insure that most of what was said would be recorded.

Insofar as the discussion leaders were able to elicit and record fairly

specific responses to open-ended questions about the program, the in-

formation collected represents a complete and reasonably accurate

account of the proceedings of both meetings.

The first "definition meeting" took place on Friday, February 10,

from 8:30 to 11:30 a.m. Twenty-four teachers were divided into six

small groups to facilitate consideration of an agenda (see page 201 in

Appendix A) developed by the evaluation staff. Each group consisted of

four teachers, a supervisor or an administrator from the central admin-
..

istrative staff, and a discussion leader from the evaluation staff. The

discussions were relaxed and spirited, and each of the six working

groups produced a lengthy list of fairly specific information about the
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program. Toward the end of the morning, the participants were given

an opportunity to voice their opinions about problems confronting the

program (See Appendix B , pages 215-217,for Problems Inventory. )

Another meeting to complete the definition of the program was

held on Friday, February 24, from 8:30 tc 11:30 a.m. Twelve teachers

were divided into three groups to discuss questions about the program.

An administrator, a supervisor, and a principal invited by the evalua-

tion staff rounded out each of the small groups. It was hoped that by

asking principals to participate their perspective--albeit neglected at

the first meeting--might still be incorporated into the final definition

of the program.

A combination of fewer participants and more observers, how-

ever, had an adverse effect on the mood of the discussion and the content

of the information obtained. For the most part, the participants' responses

to questions put to them by the evaluation staff were much less specific

than those of their counterparts at the first meeting.

The recorded proceedings of all of the small group sessions at

the two definition meetings were synthesized and written up by the pro-

gram evaluator as the first formal definition of the program (see Appen-

dix C, pages 221-234). The program definition was issued by the eval-

uation staff all members of the program staff on April 13, 1967.

As a check on the accuracy of the evaluation staff and a way of
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recording any divergent opinion not expressed during the definition

meetings, an opportactity was provided, by means of a mailed question-

naire, for program staff to react to the definition meeting and to the

first formal definition of the program. The instrument (open-ended

questions, see Appendix D on page 237) was mailed out a month after

the mailing of the definition resulting in a low rate of return.

The reactions of teachers who 'responded to the questionnaire

were unanimously favorable to the program definition, their most fre-

quent comments being "well done, " "accurate," and "a helpful guide. "

Some suggested that there was too much emphasis on the economic

aspects of cultural deprivation, that the definition tended toward over-

generalization, and that certain dimensions including job descriptions

needed to be amplified.

In an attempt to elicit more specific comments about the defini-

tion, the program evaluator interviewed a number of staff members

informally. Their criticisms and suggestions are summarized below:

It was suggested that a major objective
of the Preprimary Program is the develop-
ment of greater verbal ability and, more
specifically, greater fluency in the kind of

language these children will need to succeed
in school and in later life. Through their
participation in a "rich experiential pro-
gram," it is hoped that they will begin to
develop the conceptual understandings as
well as the vocabulary they need to make
more effective use of their language.
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To this end every opportunity is taken
to expand the children's range of exper-
iences and their vocabulary. Snack time,
neighborhood walks, and trips are men-
tioned by teachers and coordinators alike
as activities which are particularly appro-
priate for these purposes. "Show and tell"
and sentence completion exercises, on the
other hand, are not considered appropriate
activities for three- and four-year olds.

Manipulative activities are described as
providing deprived youngsters with manage-
able tasks which they can successfully, corn-
plete, as well as fostering small muscle
develdpment and better eye-hand coordina-
tion.

The interviewees also suggested that the
definition be modified to include a descrip-
tion of how 0E0 criteria are applied to
select participants for the program and
more detail about parent meetings, in-
service training, and the newly instituted
feeding program. With regard to selec-
tion, the interviewees said that children
are picked from a list of eligible applicants
by a panel Oonsisting of the preprimary
teacher, the school principal, the com-
munity agent, and a representative of the
local community action organization. .

They also objected to the fact that income
is all too often the sole determinant of
eligibility for the program. Most of those
interviewed wished to point out that cul-
tural backwardness is not always the
result of economic deprivation am', that
other factors should be given equal
weight in the selection of program parti-
cipants.

-146.



Pittsburgh
Page 45

The program staff members interviewed
were also quick to point out that prior
experience in traditional teacher-centered
classrooms could be a disadvantage to the
teacher in the child-centered Preprimary
Program and that all personnel involved
in the program have to be willing and able
to work closely with other adults.

As a consequence of program staff reaction to the initial defini-

tion of the program, the definition was refined and extended. The

revised version appears on pages 179 through 195 of Appendix A.

Evaluation Judgments

In preparation for the making of evaluation judgments appropriate

to the first stage of evaluation, arrangements were made by the program

evaluator for the collection of interview data relevant to program com-

patibility and for the conduct of a Stage I Panel Meeting.

Nineteen face-to-face interviews and one telephone interview

were conducted in seven representative schools in May and June of 1967:

Seven preprimary teachers, seven kindergarten teachers, four princi-

pals, and one assistant principal were asked questions about the use of

facilities and media, the availability of qualified personnel, the use of

staff time, and the impact of the Preprimary Program on other pro-

grams in each of the schools. Interviewees were encouraged to make

judgments about the compatibility or incompatibility of the program

within the total system.. The interview schedule appears on page 203

in Appendix A. The responses of the interviewees are on pages 205
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through 21.2 in Appendix A. Briefly, the opinion of the interviewees

was as follows:

With the possible exception of equipment
for the development of large muscles, facili-
ties, equipment, materials, and supplies
are generally adequate to meet the needs of
the program. With respect to access to
auxiliary services, these are also generally
available 'when needed. The recent decision
by the Allegheny County Health Department
to provide health services to all preschoolers
meets a need long felt by all teachers inter-
viewed. Most of the respondents indicated
that they need more time to plan and coordin-
ate their activities. The attitudes of princi-
pals and other teachers about the Preprimary
Program and, as a result, the extent to which
the program fits .into the overall school opera-
tion; seem.to vary as their understanding of
its purposes, methods, and special problems.

A Stage I Pauel Meeting was held for the Preprimary Program"

on Thursday, May 4. Members of the panel were the Director of Com-

pensatory Education (the chief adminiitrator of the Preprimary Pro-

gram), a consultant in preschool education employed by the evaluation

staff, and the following representatives of the evaluation staff: .(1) the

prOgram evaluator, (2) a research assistant skilled in writing educa-

tional objectives and in program design, and (3) the Ci.-..rdinator of

Evaluation.

Findings of the panel relative to the criteria of comprehensive-

ness and face validity are presented on pages 179 through 195 in

Appendix A in a format which relates them, item by item, to specific
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parts of the program definition. In summarY, the findings were as

follows:

Comprehensiveness. In order for the
Preprimary Program definition to serve
as a useful basis for further evaluation
of the program, it must be made more
comprehensive. For example, objec-
tives are not sufficiently specific and
are not stated in behavioral terms. No
attempt has been made to distinguish
between terminal, ultimate, and enabling
objectives.

Once more specific objectives have
been established., the antecedent and
process dimensions of the definition
can be amplified and their relationship
to program objectives spelled out in
considerable detail. For example, the
entering behaviors do not presently
describe those characteristics of
children which will be modified as
result of their participation in the
program and the kinds of deficiencies
the program is designed to overcome.
The definition is not as specific as it
might be in describing other antece-
dent dimensions including staff quali-
fications, administrative support,
facilities, media, and time constraints
and how each of these affects the
achievement of program objectives.

Finally, the process dimensions of
the definition, the day-to-day activities
of the children and the program staff
through which human and material
resources are combined to produce
specified outcomes, are neither com-
plete nor closely related to outcomes
and antecedents. The enabling and
terminal objectives to which each
activity contributes have not been identified.
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Validity. The Preprimary Program
definition as it stands is difficult to
assess in terms of internal consistency.
Once it has been rewritten in the man-
ner described above, it should be easier
to judge the face validity or the reason-
ableness of the functional relationships
set forth.

In applying the criterion of compatibility, the panel reviewed the

interview data reported above and concluded that no incompatibilities

between the Preprimary Program and others in the system had been

identified.

At the conclusion of the Preprimary Panel Meeting, the evalua-

tion staff assessed the effectiveness of the meeting in the following

manner:

1. The judgment process was impeded by the
nature of the maerials being used.
Preprimary definition presented to the panel
was in its original, narrative form and thus it
was difficult for the panel to identify., examine,
and relate the specific dimensions.

2. In terms of the credibility of panel findings, it
appeared to the evaluation staff that the program
administrator accepted both the findings and the
need for action based on their findings. How-
ever, the evaluation staff was aware of her
uncertainty as to how change activity would
occur.

7As a result of this experience, all program definitions sub-
sequently issued by the evaluation staff were prepared in outline format.
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Reporting

The action of the panel in making the Stage I evaluation judgments

brought to an end the first cycle of evaluation for the Preprimary

Program. An evaluation report was prepared by the program evaluator

and distributed by the evaluation staff to all members of the prepri-

mary staff. This report accomplished the following purposes:

1. To explicate and interpret Stage I evaluation to the preprimary

staff

2. To present all instruments and data: (1) the Taxonomy of

Program Dimensions, (2) the interview schedule for the pre-

primary definition meeting, (3) the specific dimensions of the

Preprimary Program, (4) the panel findings relative to specific

dimensions of the Preprimary Program, (5) the interview

schedule for the Stage I field interviews, and (6) the interview

responses of field staff

3. To present evaluation findings and judgments as implications

for change activity

A copy of the report appears as Appendix A.

Stage II Planning

The first cycle of evaluation of the Preprimary Program came to

an end, coincidentally, near the end of the school year. However, enough

time remained before the ending of the session for beginning the
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development of a Stage II instrument for use in the next cycle of evalu-

ation.

Rationale for Stage II Instrument

Stage II evaluation attempts to ferret out incongruencies between

the current program definition and the operating program in their ante-

cedent and process dimensions. One area of possible incongruence was

signaled by Item 8 of the Problems Inventory, produced by the preprimary

staff at the first definition meeting in February 1967 (see Appendix B,

pages 215-217). Item 8 reads in part as follows:

There is some concern [among the preprimary staff]about pressures
toward greater emphasis on structured learning of a cognitive
nature.... This was reflected in differences of opinion regarding the
usefulness of detailed planning and record-keeping for each indi-
vidual child. All participants are willing to be held accountable for
what they are doing; most see planning, keeping logs, and standard
tests as useful aids which help them become more effective teachers.
More specifically, logs were defended[by supervisors and some
teachers] as means of making the teacher's objectives and methods
explicit, thereby helping to insure consistency and continuity in the
Preprimary Program. They also serve as a place to record the
kinds of progress each child is making as well as the areas in
which he may need extra attention.

The lack of agreement among the preprimary staff which is evident

in Item 8 suggests a lack of uniformity and/or consistency in imple-

menting the prOgram, particahrly in respect to the methods used by

teachers. Since teacher methods might be inferred from the kinds of

activities in which children participate and in the kinds of interaction

that take place between children and adults, it was decided to observe

-152-



Pitts burgh
Page 51

these aspects of the operating program.

Development of Observation Categories

In order to insure that those who observe in the field attend to

relevant and only relevant behaviors and that all observers record

similar behaviors in the same way, it is necessary to set up categories

of children's activities and adult-child interactions. A prior stage is

making preliminary detailed observations of classroom activity to

determine the range of activities and interactions that must be sub-

sumed by the categories.

Preliminary observations were planned and implemented in June

1967. Each of four observers trained in the observation of preschool

children at the Arsenal Child Study Center visited two classrooms in

two different schools, one in the morning and one in the afternoon, for

a period of four days. Each observer watched two children at play for

two twenty-minute intervals at every session he attended.

To insure a measure of uniformity in the content of the observations

made and recorded, as well as to alert the observers to the kinds of

information considered important by the evaluation staff, a list of

guidelines was drawn up and distributed to each observer. These guide-

lines are presented in Appendix E, pages 241-242.

The eight schools at which observatlons were conducted were

selected by using a table of random numbers. Principals were informed
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by letter and by telephone of the purposes of the observations and the

methods to be used.

The observations were written up in the form of a chronological

narrati .:. by the observers and submitted to the evaluation .taff for

detailed analysis. These reports are presently being utilized to formu-

late a list of specific categories of play activities and teacher-child

interactions which will serve as a basis for more intensive observations

to be carried out during the next cycle of evaluation.

Program Assessment

During the summer following the end of the first cycle of evaluation

for the Preprimary Program, the annual evaluation report to state and

federal agencies was prepared. In anticipation of the requirements of

the annual report and of the need for instruments for Stage III evaluation,

product data for the Preprimary Program had been collected during

the 1966-1967 school year. Development of the instruments had begun

even before the fall of 1966.

The Socio-Emotional Scales

A major purpose of the Preprimary Program since its inception has

been the development of the socio-emotional characteristics children

need to succeed in school. From January 1966 to April 1966, 12 pre-

primary teachers met one afternoon each week with a representative of

the evaluation staff to formulate specific behavioral characteristics
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of a socio-emotional nature that children can reasonably be expected to

acquire as a result of their participation in the program .and to develop an

instrument vith which to measure their progress over the course of a

school year. More specific behavioral objectives were set forth and four

sequential levels of achievement established for each objective.

The scales were empirically tested in preschool classrooms to

determine proper sequencing and develop the most appropriate termi-

nology with which to describe student behavior at each level of achieve-

ment. An attempt to further refine the scales by describing as many

objectives as possible in terms of the six major curriculum based activity

areas was also made before they became available for use by the program

staff. This improvement makes it possible to use the scales to determine

the kinds of progress each child is making toward four of the nine objec-

tives in all six activity areas. A complete description of the socio-

emotional scales and directions for their use are contained in Appendix F,

pages 245-248.

Results of First Administration. During the 1966-1967 school year,

eight teachers recorded their observations of studentd progress in the

direction of socio-emotional adjustment on two or more separate oc-

casions. Table 1 shows the means and standard deviations for each of

the eight schools on each scale as well as the means and standard devi-

ations for the total group both times the scales were administered.
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TABLE 1

Class Mean and Standard Deviation
For the Social-Emotional Scales 1966-1967

Maximum Total Arlington Columbus
Score Group

200 26 11

1 2 1 2 1 2

12 Mean 7.14 9.28 8.88 10.54 4.91 7.00
Std. Dev. 2.96 2.55 2.38 1.65 1.86 2.32

12 Mean 6.79 8.85 7.00 9.35 6.27 10.00
Std.Dev. 2.73 2.64 3.28 2.24 2.37 1.39

12 Mean 7.03 9.34 7.15 9.31 6.64 10.09
Std. Dev. 3.12 2.87 3.41 3.47 2.20 1.81

Manipulative 12 Mean
Std. Dev.

Sensory 12 Mean 7.15

7.23 9.24 8.23 9.54 5.09 7.73
2.76 2.45 3.02 2.56 2.02 2.57

Std. Dev. 2.75

Cognitive q Mean
Std. Dev.

Behavior Scale

Initiates own activities 18 Mean
Std. Dev.

Relates to Group

Stays with a task

18

18

Awareness of Changes 18

School Environment

Shares Objects and
Affections

18

Mean
Std.Dev.

Mean
Std. Dev.

Mean
Std. Dev.

Mean
Std. Dev.

18 Mean
Std. Dev.

Controls Emotions 18

Adapts to Changes 18

Takeo Care of Personal
Needs 18

Totals 162

Mean
Std. Dev.

Mean
Std. Dev.

9.28 8.2610.12 6.45 9. 91
2.59 2.44 2.77 2.16 1.92

6.50 8.36 8.31 10.35 6.18 9,45 .
3.39 3.25 3.41 2,57 2.18 2.01

11.02 13.64 13.35 15.00 5.55 1.73
4. 50 3.96 3. 27 3. 97 4.03 3. 92

11.12 14.09 10.50 13.30 11.55 5.82
4.28 3.82 4.73 4.26 2.42 1.66

10.03 13.28 11.96 14.57 9.00 3.72
4.09 4.14 5.15 4.38 2.76 3.55

9.75 13.16 11.88 14.73 9.09 3. 36
5.10 4.72 6.52 5.40 4.90 3.35

16.47 17.43 16.62 17.77 14.73 16.91
3.06 2,21 3.08 1.17 3,13 2.42

11.25 13.47 9.00 12.00 14.18 16.36
4.16 3.73 3.05 3.79 3.02 2.80

8.19 11.49 7.15 10.38 10.36 15.82
6.54 5.85 7.20 7.11 6.62 3.03

15.92 16.08 15.92 16.85 11.4 14.18
4. 50 3. 84 3.77 3,40 6. Z 6.16

Mean 11.19 13.02 14.76 16.15 12.55 14.18
Std. Dev. 4.15 4. 04 4,23 2.82 4.20 4. 04

Mean
Std.Dev.
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Sheraden

24 34 36 20 18

1 7 1 2 1 2 1 2 1

7.17 8.92 6.65 9.16 7, 12 8. 50 7.14 9.97 6, 95 9.20 7. 00 8. 72
2.14 2.15 2.75 2.20 Z. 78 3, 03 2.98 2.09 3.83 3,36 3,78 4, 03

7.54 7.58 6.00 8.35 7. 35 8. 74 6.11 8. 78 7. 00 8.15 7.39 10.17
1.61 1.99 2.80 3.37 2. 57 2. 91 2.33 2. 48 3, 58 3.40 2.85 2.72

8.13 9.67 5.90 8.90 8. 00 9. 09 6. 94 9. 78 5. 70 8.70 7.39 9.61
2.52 2.46 2.93 2.89 2. 55 2.75 3.46 2. 28 3,65 3.77 3.08 3,18

8.37 9.25 6.19 9.00 7. 65 9. 03 6.77 9. 88 6.60 8.85 8.28 10.33
1.91 1.59 2.89 2.44 2. 39 2. 72 2,55 1. 78 3, 50 3.13 2,53 2.67

7.50 7.92 6.71 9.32 6.64 8. 62 6.78 9. 89 6. 50 8.85 8.17 / 0.00
2.02 1.79 3.19 2.52 2. 81 2. 82 2.55 1. 76 3, 48 3.42 2.99 2.78

7.46 8.04 6.52 9.29 3.44 5.44 7. 00 8. 22 5. 95 7. 55 8.22 10.38
3.02 2.99 3.00 2.38 2.72 3. 33 2.59 2. 34 4. 50 3,88 2.57 3.01

11.25 12.83 8.97 12.65 13.18 14.44 10, 50 13.94 10.10 12. 80 12.28 14, 39

3.56 2.61 4.84 5.12 3.78 3.94 3, 37 2.60 5. 31 4, 40 4. 76 4.40

12.63 14.29 10. 80 14.25 11,35 13.88 9. 97 13,75 10. 80 13. 10 12. 50 15. 78
2. 37 2. 03 4.77 3.61 4.13 4.47 3. 76 3.51 5. 97 5. 15 4. 34 3, 50

11. 5812.29 9, 61 13.06 9.24 11. 73 9. 97 14.16 8. 15 11.65 10. 22 15. 83
2.44 3.29 4.49 4.17 3.60 4.48 3.44 2.43 4. 55 5.72 4. 55 3. 39

11. 04 12.17 8,42 14.51 6.73 9.52 10. 17 14. 06 9. 75 13. 90 12. 56 14. 00

2.72 2.11 5.13 3.52 4.20 5, 52 4. 24 3, 64 5.21 4. 54 5. 52 5. 98

17.00 18.00 16.26 17.03 17.29 17.47 16,33 18.00 16. 50 17.40 15. 66 16, 00

2.88 0,00 3.53 3.13 1.96 2.27 2.72 0.00 3.30 1.84 4. 18 4.11

11.75 12.75 10.25 13.16 12.88 14.12 11. 67 14. 67 10.50 12.60 10. 67 12.67
4.50 4.07 3.85 3. 25 3. 00 2. 91 4.28 3. 34 5. 46 4.72 4. 39 4, 05

10.50 11.00 5.61 9. 48 10. 59 12. 88 8. 33 13. 50 6.00 8.70 7. 33 11. 00
7.43 6.29 5.35 5. 53 6,10 4.21 6.13 4. 15 7.28 803 5.26 5.14

14.00 14.25 16.65 17. 03 17. 65 17.65 13.17 16. 00 11.70 13.50 17.00 17. 00
5.50 4.61 2. 98 2. 24 1.43 1.43 3.74 3. 20 5.99 5.79 3.08 3.08

7.25 7.75 11.80 12.97 8.12 10.94 11.50 13. 67 11.10 13.20 14.67 17.33
2.48 3.74 2.44 2.72 3. 87 3.75 2.21 2. 72 2.19 2.46 5.13 1.44

10.21 11.11 9.09 11.88 9.82 11.47 9.49 12. 53 8.88 11.21 10.62 12.88
4.41 4.25 5, 09 4.45 5.11 4.86 4.44 3. 91 5.43 5.19 5.09 4.66
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Reported Conclusions. The annual report presented the follow-

ing conclusions:

It is presently impossible to draw conclusions from
the data as to student performance even though the
class means on all scales are uniformly higher the
second administration than the first. However, the
subjective nature of the data must not be ignored.
There is some evidence that the scales have been
improperly applied and that some teachers are pro-
ducing unreliable ratings. It therefore becomes
necessary to engage in further teacher training in
the administration of the scales and to secure evi-
dence as to the reliability of new ratings.

The Preschool Cognitive Test

Since language skills and conceptual development are critical factors

in school success and are areas in which children from deprived neighbor-

hoods show glaring deficiencies, another major objective of the Prepri-

mary Program is to improve the ability of individual children to express,

communicate, and understand. In the absence of agreement among

staff members as to the importance and place of more specific cognitive

objectives, however, it was left to the evaluation staff to develop a

list of specific objectives and a diagnostic instrument with which to

assess individual progress in meeting these objectives.

After a review of the literature on the subject and a careful exam-

ination of the reading curricula to which children are ordinarily exposed

in the first grade, a member of the.evaluation staff identified a number

of cognitive akills that most school systems seem to assume children

will have begun to master before they begin their formal education. It
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was decided to make these skills the basis of a diagnostic cognitive test.

By changing the items found in standard reading readiness tests from

group paper and pencil exercises to individual pointing or verbal re-

sponses, the staff was able to develop a reading diagnostic test that

could be administered to fOur-year olds.

Test items were created for ten identifiable skills and pretested

on a group of 60 non-disadvantaged private nursery school children.

Items that were passed by at least 75 percent of the nursery school .

children and at least 40 percent of the deprived group were included in

a printed version of the test that was administered on a somewhat larger

scale in October and November of 1966.

This version of the test contained 130 items designed to test pre-

schoolers' knowledge in seven basic skills areas. These areas included

vocabulary, classification and generalization, visual and auditory dis-

crimination, sequences, basic numerical concepts, and directional -

spatial relationships. (For an outline description of the 1966 Preschool

Cognitive Te st see Appendix G, pages 251-255).

Results of First Administration. Test results were obtained from

428 deprived four-year olds, 326 non-deprived four-year olds, 55 de-

prived five-year olds, and 60 non-deprived five-year olds. Table 2

presents some of the findings which have relevance for test development.
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TABLE 2

Number of Items Passed by at Least 40 Percent of the Group (N=130)

Group No. of Items Passed

Deprived Preschool 87

Non-Deprived Preschool 121

Deprived Kindergarten 107

Non-Deprived Kindergarten 127

The test results have been used by the evaluation staff to elim-

inate those items on the test which do not discriminate between deprived

and non-deprived students or between preschoolers and kindergarten

children and those items that show no variability (1. e., those which

everyone passed or everyone failed). Preparations are being made to

administer a modified version of the test to a sample of comparable

size during the coming school year. The new version contains 113

of the original 130 items.

Re orted Conclusions. The anmial report included the following

statements relative to conclusions:

...plans are underway to administer a modified version of
the 1966 test to a sample of comparable size sometime in
the fall of 1967. During the period of test development, no
definite conclusions concerning program effectiveness have
been attempted.
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The Peabody Picture Vocabulart
Efforts to evaluate the effects of the Preprimary Program on chil-

dren from dep:rived neighborhoods began in 1965 when the Office of

Research administered a battery psychological tests to 203 three- to

six-year olds in seven schools. The tests administered were the Peabody

Vocabulary Test (PPVT), the Children's Apperception Test, the

Goodenough Draw-A-Man Test, and an experimental check list. On the

basis of the initial findings, which were reported in September 1965, it

was decided to test the same children again a year later to gauge the

impact of participation in the program on their intellectual ability. Be-

cause its relationship to later school achievement is more firmly estab-

lished than those of any of the other tests mentioned, the Peabody

Picture Vocabulary Test was selected for this purpose.

The testing program was initiated in 1964-1965 with a group of

children who showed below average verbal functioning (mean I. Q. 85.2).

In 1966, after 12 to 20 months in the program, a 59 percent sample of

the 203 children originally tested showed an average 1.0. of 97.0.

However, despite the significant improvement on the part of many chile=

dren, those who had higher than average I. Q. Is on the first testing

either remained the same or scored lower on the retest.

A number of possible explanations were sought to account for the

performance of high I. Q. children. To the extent that students who

performed well on the test were operating closer to their real potential
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than those who did not, it would be reasonable to expect the high I. O.

children to either remain the same or improve less than the lower I. Q.

children. However, this explanation does not account for the significant

decrease in I. Q. ; regression effects remain as a possible explanation.

In examining the procedure used to de.ermine I. Q. from th e. raw

score of the PPVT, it was discovered that the I. Q. conversion tables

were relatively crude. If one was not careful to administer the test an

equal number of months apart to all members of a sample, compara-

bility within the sample would be invalid. To circumvent this problem,

the evaluation staff interpolated the I. Q. conversion tables supplied with

the test to make them more sen4itive to time differences. The 1965 and

1966 test results were then rescored using the interpolated tables. It

was found that the tendency of the high I. Q. children to score lower

disappeared.

Results of Retest Using Interpolated Tables Using the interpolated

tables, the 1965 data yielded an average I. Q. of 86.32. One year later,

the mean I. Q. of students who had been in the program from 12 to 20

months was 99.57. The mean I. Q. change was 13.25 I. Q. points.

Results of Second Retest. To determine the stability of the, improve-

ment in I. Q. , the PPVT was administered again in May and June of 1967.

The general improvement in I. Q. first seen after one year in the program

was maintained. The mean I. Q. in 1967 was 100. 50. Mean scores and
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changes for each school included in the sample are shown in Table 3.

Table 4 shows the distribution of scores for the entire I. Q. range.

The table indicates that a larger percentage of students fall in the 90-

109 range after exposure to the Preprimary Program. The number of

students in the low I. Q. ranges also decreased markedly (from 18 percent

in 1965 to 2 percent in 1967). With regard to students with I. Q. 's over

100, Table 4 indicates the change for these students was small compared

to the increase for the total.group.
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Reported Conclusions. The annual report presented the following

conclusions:

Results from Peabody Picture Vocabulary
Tests administered in 1965, 1966, and 1967
indicate a marked improvement in I. Q. on
the part of children who have been exposed
to the Preprimary Program. With regard
to students with initial I. Q. 's over 100, the
findings suggest that either these students
were operating near capacity initially, or
the program did not address itself to them.
Other exOlanations may be forthcoming.
The Office of Research will continue to moni-
tor the performance of selected students during
the 1967-1968 school year to find whether
their achievement measures up to the poten-
tial shown by I. Q. scores. Plans are also
being made to collect data from children who
are not in the program for control purposes.
It may be possible to determine the extent to
which marked improvement in I. Q. scores
can be attributed solely to participation in the
Preprirnary Program.

Planning for Cycle II

When preprimary sessions reconvene in September 1967, the
s

second cycle of evaluation for the program will begin. In the meantime,

the rationale and detailed plans for this cycle are being prepared by the

program evaluator with assistance from the evaluation staff. The pre-

liminary plan for Cycle II evaluation is presented in chart form in

Appendix H, pages 258-259. The specific evaluation activities implied

by the cycle plan are shown below in Table 5.
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TABLE 5

Preprimary Evaluation
Time Line, Cycle II

1967-1968

Evaluation Activity Begin End

Arrange for and conduct modified definition meeting Oct. 2 Oct. 18

Draw sample for fall administration of Preschool Cognitive Test Oct. 2 Oct. 18

Code and process data collected from preliminary classroom
observations Oct. 2 Oct. 20

Analyze and synthesize products from modified program definition
meeting; prepare revised program definition Oct. 19 Nov. I

Develop observation checklist for preliminary data Oct. 23 Nov. I

Identify and train classroom observers to use observation
checklist Oct. 23 Nov. 10

Mail revised definition and response form to program staff Nov. 3

Develop interview schedule concerning support and communica-
tions dimensions of the operating program Nov. 3 Nov. 10

Make informal conticts with program staff to gauge reaction
to revised definition Nov. 13 Nov. 24

Conduct interviews Nov. 13 Dec. I

Conduct classroom observations Nov. 13 Nov. 22

Identify and train raters to administer socio-emotional scales;
draw sample of students Nov. 13 Nov. 17

Administer Preschool Cognitive Test Nov. Nov.

Modify revised definition to incorporate comments and criticisms Nov. 24 Dec. I

Arrange for and conduct panel meeting to judge revised definition Nov. 24 Dec. 6

Administration of socio-ernotional scales by teachers and other raters Late Nov. Early Dec.

Code, process, and analyze data from classroom observations
to determine congruence between definition and operating program Nov. 27 Dec. 15

Analyze interview data to determine congruence between definition
and operating program Dec. 1 Dec. 15

Prepare and mail report of panel proceeding to program staff Dec, 6 Dec. 15

Collect socio-emotional data after fall ratings; analyze to determine
reliability of scales and to describe entering behavior of students Dec. IS Jan. 10

Complete necessary modification of scales in preparation for
winter administration Jan. 10 Jan. 24

Prepare and mail Cycle II Evaluation Report

Plan Cycle III evaluation
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I. Introduction: Purpose of this Report

Whereas provisions of the Elementary and Secondary Education Act

require annual evaluations of all Title I programs and reports to govern-

mental agencies, local decision-making needs are best served by contin-

uous evaluation and more frequent reporting. The Office of Research is

conducting an ongoing evaluation of each Title I program, including the

Preprimary Program. To serve the needs of each program staff, it

is the intention of this office to issue a report at the conclusion of each

phase of evaluation so that decision-making implications can be examined

as they become apparent. The present report marks the end of the first

phase in the evaluation of this program.

II. Nature and Purpose of Stage I Evaluation

The purpose of evaluation in the first phase is to judge the specifi-

cations or the "definition" of the program by applying criteria used with

all Title I programs. Two kinds of observations, or data, are collected

to accomplish this purpose.

The first set of observations consists of the answers of members of

the program staff to questions about the program. These questions are

based on an exhaustive list of program elements developed by the Office

of Research as a standard to be used in evaluation (see Appendix A, page 199).

For the Preprimary Program, the necessary information was

obtained from teachers, principals, the program coordinator and her

assistants, and three representatives from the Department of Curriculum
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and Instruction at two meetings held at the Board of Education in

February 1967.

The first "definition meeting" took place on Friday, February 10.

Twenty-four teachers selected by the program coordinator and her assis-

tants were divided into six small discussion groups to facilitate consider-

ation of an agenda developed by the Office of Research. (See Appendix B,

page 201). Each group consisted of four teachers, a Coordinator or a repre-

sentative from the Central Office staff, and a discussion leader appointed

by the Office of Research. The discussions themselves were relaxed

and spirited, and each of the six working groups produced a lengthy

list of fairly specific information about the program.

To complete the formal definition, 12 teachers were invited to a

second meeting held on Friday, February 24. It was hoped that by

asking three principals to participate, their perspective--albeit neglected

at the first meetingmight still be incorporated into the program defini-

tion. A combination of fewe'r participants and more observers, however,

had an adverse effect on the mood of the discussions and the content of

the information obtained. For the most part, the participants' re-

sponses to questions put to them by representatives of the Office of

Research were much less specific than those of their counterparts at

the first meeting.

After these two "definition meetings," the recorded proceedings were

synthesized and put into narrative form by the Office of Research.
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This preliminary definition of the Preprimary Program was mailed to

all members of the staff on April 13, 1967.

The second set of observations consists of the answers of program

and non-program staff in the schools to questions about the manner in

which the program (as defined by the program staff) fits into the overall

school setting. For the Preprimary Program 19 face-to-face interviews

and one telephone interview were conducted in seven representative

schools in May and June of 1967. Seven preprimary teachers, seven

kindergarten teachers, four principals, and one assistant principal

were asked questions about the use of facilities and media, the avail-

ability of qualified personnel, the use of staff time, and the impact of

the preprimary program on other programs in the school. They were

encouraged to make judgments about the compatibility or incompatibility

of the program within the total system.

The questions used for the interviews, the interview schedule for

the Preprimary Program, appear in Appendix C, page 203. The responses

of the interviewees are reported in Appendix D, pages 205-212. Very

briefly, the opinion of the interviewees was that with the possible excep-

tion of equipment for the development of large muscles, facilities, equip-

ment, materials, and supplies are generally adequate to meet the needs of

the program. With respect to access to auxiliary services, it was re-

ported that these are also generally available when needed. The recent

decision by the Allegheny County Health Department to provide health

-175-



Pittsburgh
Page 74

services to all preschoolers meets a need long felt by all teachers inter-

viewed. Most of the respondents indicated that they need more time to

plan and coordinate their activities. The attitudes of principals and other

teachers about the Preprimary Program and, as a result, the extent to

which the program fits into the overall school operation seem to vary as

their understanding of its purposes, methods, and special problems.

Having collected a definition of the program and the opinions of

field staff regarding its compatibility with the school setting, evaluation

turns toward the application of criteria for judging the program definition.

For the first phase of evaluation (Stage I) the following criteria are speci-

fied:

1. Comprehensiveness of the program definition

2. Face validity of the program definition

3. Compatibility of the program, as defined, with the program
environment

The procedures for applying the Stage I criteria are spelled out by

the Office of Research as follows:

1. Judgments are made for each program by a panel consisting
of the program evaluator, the program director, one con-
sultant employed by the Office of Research, and one resource
person from the Office of Research, with the Coordinator of
Evaluation acting as moderator.

2. In applying the criterion of comprehensiveness, the standard
to be used is the Taxonomy of Program Dimensions (see
Appendix A, page 200). In the event that the panel does not
agree, the evaluator must be responsible for judging the
definition.
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3. In applying the criterion of face validity, the standard
of logic (reasonableness) as .7iewed by the consultant
is to be used, except that both the consultant and the
resource person from the Office of Research must agree.

4. In applying the criterion of compatibility, the panel will con-
sider the perceptions and opinions of field staff as reported
by the evaluator. The standard implicit in these opinions is
the order or hierarchy of objectives for the entire school
system. In the event that the panel does not agree, the pro-
gram director and evaluator must be responsible for the
judgment.

A Stage I Panel Meeting was held for the Preprimary Program

on Thursday, May 4. The members of the panel were Mr. Vin O'Neill,

program evaluator; Miss Phyllis Lewis, Director of Compensatory Euc-

cation; Miss Judy Taylor, Research Assistant ; Mrs. Mary Jane Duda,

Coordinator of Evaluation; and Mrs. Lauren B. Reznick, Consultant.

Mrs. Resnick received her A.B. degree magna cum laude from

Radcliffe College and her A. M. and Ed.D frorri Harvard's Graduate

School of Education. She has done basic and applied research in the

areas of cognition and motivation related to social studies instruction

and learning and instructional procedures, including programmed instruc-

tion, syntactic comprehension, and the de ;relopment of teacher training

programs based on the concepts of behavioral control. While a staff

consultant and senior scientist at Basic Systems, Inc. in New York, she

prepared training materials for instructional programming and designed

remedial curricula and special materials in reading for dropouts. In
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addition to having been a research assistant at the Harvard Graduate

School of Education, Mrs. Resnick has been a teacher of social studies

at the American School in Paris, a research associate at Harvard's

Laboratory for Research in Instruction, and a lecturer at the City

University of New York. In addition to her present role as a consul-

tant to the Office of Research, she has held consultantships to Mobili-

zation for Youth and the Center for Applied Linguistics. She is pre-

sently employed as a research associate at the University of Pittsburgh's

Learning Research and Development Center and is the Director of

Research for its experimental public school program for three- to

eight-year olds. She has included in her very active career the publi-

cation of numerous articles, papers, and book reviews.

III. Findings

Findings of the panel relative to the first two criteria are presented

in the following pages in a format which relates them, item by item, to

specific 1...arts of the taxonomy and of the program definition.
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IV. Summary and Implications

A. Overall Comprehensiveness

In order for the Preprimary Program. definition to serve as a

useful basis for further evaluation of the program, it must be made

more comprehensive. For example, objectives are not sufficiently

specific and are not stated in behavioral terms. No attempt has been

made to distinguish between terminal, ultimate, and enabling objec-

tives.

Once more specific objectives have been established, the ante-

cedent and process dimensions of the definition can be amplified

and their relationship to program objectives spelled out in consider-

able detail. For example, the entering behaviors do not presently

describe those characteristics of children which will be modified as

a result of thetr participation in the program and the kinds of defi-

ciencies the program is designed to overcome. The definition is

not as specific as it might be in describing other antecedent dimen-

sions including staff qualifications, administrative support, facilities,

media, and time constraints and how each of these affects the achieve-

ment of program objectives.

Finally, the process dimensions of the definition, the day-to-

day activities of the children and the program staff through which

human and material resources are combined to produce specified

outcomes, are neither complete nor closely related to outcomes
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and antecedents. The enabling and terminal objectives to which each

activity contributes have not been identified.

B. Overall Validity

The Preprimary Program definition as it stands is difficult to

assess in terms of internal consistency. Once it has been rewritten

in the manner described above, it should be easier to judge the face

validity or the reasonableness of the functional relationships set

forth.

C. Compatibility

Although Stage I interviews indicate that there have been instances

in which the philosophy of the Preprimary Program has created minor

problems for some kindergarten teachers, no significant incom-

patibilities between the program and others being implemented by

the Pittsburgh Board of Public Education have been identified. The

larger problem of continuity into kindergarten and first grade will

be examined in greater detail during the next phase of evaluation.

-1.97-
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Appendix B

GROUP INTERVIEW SCHEDULE
PREPRIMARY PROGRAM

1. What are the major objectives of hit. Preprirnary Program? (How
does a child benefit from participating in the program? )

2. What are the characteristics of children enrolled in the program?
(background, attitudes, knowledge, skills, etc. )

3. What kinds GI activities are specified for children in the program?
How do these activities contribute to the objectives of the program?

Are some more important than others? Why?

4.. What criteria do you use to assess the kinds of growth that take place

in children as a result of their participation in the program? (changes

in attitudes, development of skills, etc.)

5. What are the criteria used to judge a child's readiness for release
from the program?

6. What kinds of personnel are needed to carry out the program? (In

the classroom? At the supervisory and administrative levels?) How
does each contribute to program objectives? What specific tasks
does each perform? What qualifications are needed?

7. How do you keep each other informed about purposes, methods,
needs, problems, etc.?
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Appendix C

PREPRIMARY INTERVIEW SCHEDULE (STAGE I) 1966- 1'67

School Date

Respondent Interviewer

TEACHER INTERVIEW

1. Are the facilities, equipment, materials, and supplies you have at
your disposal adequate to meet the needs of the Preprimary Pro-
gram? Do you share any facilities, equipment, or materials with
other programs?

2. Are qualified personnel generally available when they are needed
(substitutes, eurhythmics instructors, medical specialists, men-
tal health specialists, etc.)?

3. Do you and your staff have enough time to plan, prepare, and coor-
dinate classroom activities? If not, how might the necessary time
be made available?

4. How sympathetic are school administrators and other teachers to
the needs and special problems of the Preprimary Program at

School?

5. How does the Preprimary Program affect the kindergarten opera-
tion in this school?

KINDERGARTEN TEACHER INTERVIEW

1. How does the Preprimary Program affect your Kindergarten Pro-
gram?

PRINCIPAL INTERVIEW

1. Very generally, how well would you say that the Preprimary Pro-
gram fits into the overall program of instruction at
School? Have there been any special problems involving the use of
facilities or the availability of qualified'personne 1?

2. How sympathetic are the other teachers to the needs and special
problems of the Preprimary Program?

cpA2,-203-
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Teacher Interview

Question I
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Are the facilities, equipment, materials, and supplies you have at your
disposal adequate to meet the needs of the Preprimary Program? Do

you share any facilities, equipment, or materials with other programs?

Answers by Respondents

1. Paints and related materials are generally in short supply. There
is a need for a slide or something else for the children to climb on
(for large muscle development). Share cement play space outside
with kindergarten.

#

2. Art supplies are presently being purchased with funds from the petty
cash allotment. Climbing equipment could be put to good use. Share
outdoor playground and small basement gym with other elementary
classes. Access to gym limited to once or twice each week during
most of the year.

3. Facilities, equipment, materials, and supplies are adequate.

4. No equipment for large muscle development. Need more storage
space. Share puzzles and games with kindergarten. Outdoor play
space not suited to needs of preprimary children.

5. Paper and paints are always in short supply. Share outdoor play-
ground with kindergarten, first grade, and older children.

6. Equipment, materials, and supplies readily available or purchasable
with petty cash. Outdoor play space presently under construction.
Share demountable with a special third grade which adds to enrich-.
me nt program.

7. Facilities, equipment, materials, and supplies have been adequate,
although more paints and manipulative games would be very much
appreciated. The preschool children are free to use the playground
at any time and have regular access to the gym.

c)t./ -205-
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Question 2

Are qualified personnel generally available when they are needed (sub-
stitutes, eurhythmics instructors, medical specialists, mental health
specialists, etc. )?

Answers by Respondents

1. Availability of substitutes poses no problem. Would like to have
children examined periodically by mental health, medical, and
eye and ear specialists. *

2. Eurhythmics program discontinued. A storyteller visits the class
periodically.

3. Teacher feels that the Community Agent has too many duties to be
able to carry out job responsibilities to t'ie Preprimary Program
as well as he should.

4. Qualified personnel have been available when needed.

5. A psychiatrist working with emotionally disturbed children at the
elementary school to which the preschool unit is attached has been
available for consultation. Unfortunately no provisions for follow
up have been made. The eurhythmics program has been discontinued
apparently due to a lack of space. Teacher found program helpful
but feels she will be able to do as well without it.

6. No ready access to a psychiatrist who could come to observe child-
ren who may have emotional problems.

7. Eurhythmics instruction discontinued when classrooia formerly
used for this purpose was assigned to another program. A psy-
chiatrist has tested a few children who may need another year of
preschool.

* Shortly after this interview was conducted it was announced
that health services would be made available to children in the Preprimary
Program by the Allegheny County Health Department.
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Do you and your staff have enough time to plan, prepare, and coor-
dinate classroom activities? If not, how might the necessary time
be made available?

.t,

Answers by Respondents

1. Staff has very little time to plan or make preparations. With
mother's meetings and other meetings of one kind or another
on Fridays, a good deal of the planning must be done on the
run or after hours.

2. Occasionally the staff can get together on Friday afternoon for
the purpose of planning and coordination. More time might be
available if mother's meetings could be held on a biweekly
rather than on a weekly basis.

3. Planning is done at lunch and such 0.-nes as are convenient
before and after hours.

4. More time is needed. Planning is sometimes made doubly dif-
ficult by the fact that the children may not want to do what has
been planned and alternative activities have to be devised on
the spur of the moment.

5. There is simply not enough time available for planning. Not

sure how extra time might best be made available.

6. Staff members feel that they would nave more time to plan if
mother's meetings could-be held less frequently. As things
stand, most of the planning is done by the teacher at home on
weekends with little or no consultation with her assistant and

aide.

7. In spite of the recent decision to eliminate daily plans and to
require only weekly plans, there is still too much paper work

to be done. Staff lacks time to better determine needs and
interests of individual children.
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How sympathetic are school administrators and other teachers to the
needs and special problems of the Preprimary Program at School?

.Answers by Respondents

1. The principal has given the program whole-hearted support since
its inception. The other teachers have also been most under-
standing and helpful.

2. The principal and the kindergarten teacher have been Very helpful.
Most of the other teachers have been sympathetic although some
seem to harbor hard feelings about the teacher-pupil ratio and
the materials and equipment that have been placed at the disposal
of the preprimary staff. Such feelings are understandable in a
situation in which other teachers have large heterogeneous classes
and are forced to work with a minimum of materials and supplies.

3. The principal has been very cooperative and has helped me become
an integral part of the faculty of the school.

4. The principal has been helpful. Most of the other teachers seem
to think three- and four-year olds ought to be at home v4th their
parents.

5. The administrative staff and the other teachers are becoming
more sympathetic. At first the latter resented the size of the
preschool staff and the facilities and supplies at their disposal.
The preprimary teacher also had difficulty keeping the noise
level down. This factor added to initial misunderstanding and
hostility.

6. Principal helps out when the preprimary teacher needs him. Some
of the other teachers may feel that preschool is a baby-sitting
operation. Most are interested in what is going on in the preschool.

7. The principal has been very accepting and helps with difficulties
such as scheduling. The other teachers complain about the kids
from time to time but for the most part are understanding.

-208-
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Question 5

How does the Preprimary Program affect the kindergarten operation in

this school?

Answers by Respondents,

1. Hopes that some day something will be done to provide for better
continuity between preschool and kindergarten. After two years

in the Preprimary Program the children are ready for a more
challenging program than the one to which they are presently
beirg exposed in kindergarten.

2. Don't really know except that the kindergarten teacher says the

children who have had preschool experience seem to make a

quicker adjustment to the kindergarten environment than those

who haven't.

3. Because of the sheer size of kindergarten classes and the presence
of many children who have not had preschool experience, many
former preschoolers are probably marking thne in kindergarten.

4. Doesn't seem to have created any special problems so far.

5. There is very little continuity into kindergarten. Until recently
neither the preprimary teacher nor the kindergarten teacher knew

yery much about what the other was doing. Presently visit each
other's classes when time permits.

6. Has heard that former preschoolers have adapted fairly well to

the routine in kindergarten and that some seem to have done
pretty well.

7. Don't know. Kindergarten teacher doesn't seem to understand

the purpose and the methods being used in the Preprirnary Program.
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Kinderzarten Teacher Interview

Question 1

How does the Preprimary Program affect your Kindergarten Program?

Answers by Respondents

1. Try to group children according to age and previous experience.
Children who have had preschool experience are generally acius-
tomed to greater freedom and more individual attention than tziey
can be given in kindergarten. Nevertheless, they soon learn to
adjust to the more formal kindergarten routine.

2. Finds that although children who have attended preprimary are
accustomed to considerable freedom to do as they please, they
adapt to the kindergarten situation in a relatively short time.
Is very much in favor of the Preprimary Program.

3. Former preschoolers are definitely better prepared than children
who come straight from home. Difficult to be very specific ex-
cept to say that the Preprimary Program is a good one and ought
to be continued. It would be more effective if the same kind of
attention could be provided in kindergarten and subsequent pri-
mary grades.

4. The fact that former preschoolers are aware of what is expected
of them in school and can serve as an example for those children
who have never been in school before makes the kindergarten
teacher's job easier. Some parents have complained that their
children got too much attention, that they had grown accustomed
to having someone help them into and out of their coats and boots
and seemed unwilling to begin doing these things for themselves.

5. Most preschoolers have an adjustment of sorts to make when they
get to kindergarten. They come used to doing pretty much as
they please and have to learn to take turns and to do lots of little
things for themselves. As far as learning is concerned, they
demonstrate no discernible advantage from having attended pre-
primary. Don't score higher on Detriot IQ test. To date there
has been no transfer of records, so I don't even know who attended
and who didn't except from hearsay.

6. Former preschoolers seem to know a lot more but often have
trouble getting used to a routine in which they get less freedom

-210-
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and less individual attention than they are accustomed to. Seem
to be a lot more verbal and better adjusted socially than children
who didn't attend preprimary. Others don't seem to have
liarned as much.

Feels three- and four-year olds should be at home. Preprimary
Program has had the effect of calling people's attention to the
importance of kindergarten.

Princi al Interview

Question 1

Very generally, how well would you say that the Preprimary Program
fits into the overall program of instruction at School? Have

there been any special problems involving the use of facilities or the

availability of qualified personnel?

Answers by Respondents

1. Very well. Preprimary teacher needs more storage space.

2. In spite of its physical separation, the Preprimary Program
is structurally very much a part of the overall program of
instruction.

3. As far as I can tell, the Preprimary Program isn't creating
any special prob'e,ms. The children seem to be getting the
attention they need and are enjoying themselves -very much.
Some need a father image--a male to whom they can relate.
Isn't being provided at present.

4. Although the purposes and methods &f the Prepriznary Pro-
gram seem sound, it is difficult to see just how it fits into the
overall program of instruction at School. Perhaps its
newness has something to do with the fact that the program
stands apart from the others. The teacher seems to have
isolated herself from her colleagues even to the extent of

sitting by herself at meetings.

5. Isn't sure that the Preprimary Program is accomplishing all
of the objectives it set for itself. Economic criteria have been
difficult to apply. Feeding program may be unnecessary, at
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least in this neighborhood. Children may even be getting
the wrong impression of what is expected of them in school.
Far example, they seem to resent being asked to clean up after
themselves when they get to kindergarten. Nor can the pre-
primary staff hope to provide the love some of the children
aren't getting at home.

Question 2

How sympathetic are the other teachers to the needs and special
problems of the Preprimary Program?

Answers by Respondents

1. The kindergarten and preprimary teachers share the same
building and many materials and supplies. They get along
excellently together. The other teachers are very accepting
of both the Preschool and the Kindergarten Programs.

2. Teacher opinions are presently being sampled. The kinder-
garten and other teachers have visited the primary unit on
a number of occasions and have come back very impressed.
There don't seem to be any unfavorable feelings about the
program.

3. There are no real resentments among the other teachers at
School.

4. Most of the other teachers are passive in their acceptance of
the Preprimary Program. Some resent the abundance of
materials and supplies at the disposal of the preschool staff.

5. Teachers with large classes resent the teacher-pupil ratio
in the Preprimary Program. The recent busing of preschoolers
(while other elementary children walked to school) seems to
have exacerbated hard feelings and led to misunderstandings
between the school and parents.
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Pre primary Program Problems Inventory

Communication--the biggest problem and most serious threat to the

effectiveness of the program.

1. There has been a lack of effective communication about the

status, purpose, and methods of the preprimary program among teachers

and between teachers and administrators on all levels. As a result,

uncertainties and misconceptions about the program continue to burden

the preprimary staff and make it difficult to insure continuity into

kindergarten and first grade.

2. Understanding and cooperation between parents and staff

have been less than satisfactory. Parental interest and involvement

in the program has been disappointing.

Administrative Problems

3. Teachers and staff do not feel they have enough time to plan,

prepare, and coordinate classroom activities. Too much time is taken

up by "paper work" and"burdensorne clerical duties."

4. Irregular receipt of petty cash coupled with inflexible restric-

tions regarding its use make it difficult for teachers to obtain the addi-

tional materials and supplies they often need. The suggestion was

made that teachers be allotted $50 each month to spend as they see fit.
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5. Ordinary materials and supplies are not always available

when they are needed, or in the quantities required.

6. In a number of cases community agents have not been well

qualified for the tasks they are expected to perform. Perhaps the

qualifications of the agent need to be spelled out.in greater detail and

applied more rigorously in the selection of candidates.

Facilities

7. There is a general lack of outdoor playground space and

a shortage of indoor storage space. Provisions for the maintenance

(upkeep and repair) of equipment have been inadequate.

Instruction

8. There is some concern about pressures toward greater

emphasis on structured learning, especially structured learning of

a cognitive nature. This was reflected in differences of opinion

regarding the uSefulness of detailed planning and record-keeping for

each individual child. All participants are willing to be held account-

able for what they are doing; most see planning, keeping logs, and

standard tests as useful aids which help them become more effective

teachers. More specifically, logs were defended as means of making

the teacher's objectives and methods explicit, thereby helping to

insure consistency and continuity in the preprimary program. They
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also serve as a place to record the kinds of progress each child is

making as well at the areas in which he may need extra attention.

9. There has been a shortage of qualified substitutes for the

pre prima ry program.

Other

10. Some teachers complained of being unable to secure pro-

fessional advice and assistance of a medical, dental, psychological,

and social work nature when they are needed.
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Preprirnary Program Definition

1. Intreduction

Broadly and very loosely defined, the Pre primary Program

in the Pittsburgh Public Schools seeks to begin to develop the funda-

mental socio-emotional characteristics and cognitive skills children

need to succeed in school. More specifically, the program is de-

signed to provide three- and four-year olds from economically

disadvantaged families with the kinds of emotional security and

learning experiences that will enable them to start school on an

equal basis with their less deprived peers.

2. Characteristics of Children Enrolled in the Program

a. Physical

Many of the children enrolled in the program are placed

at a considerable disadvantage by poor health. They are gen-

erally undernourished and often come to school on an empty

stomach. As a result, their resistance to disease is low,

they tire easily, andthey tend to be extremely irritable and/

or apathetic.

In spite of these factors, however, most of the children

exhibit a measure of physical strength and agility not ordin-

arily found among three- and four-year olds.
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b. Socio-emotional

In making the transition from home to school and in learn-

ing to adapt to lit: in the classroom, children from poor families

are subject to a number of socio-emotional constraints. To the

extent that they are accustomed to a different kind of parent-

child relationship and home environment than their less disad-

vantaged peers, they bring different attitudes, values, and ways

of behaving with thein to school.

Most of the children enrolled in the program are burdened by

feelings of personal insecurity and often mistrust other children

as well as adults. They have difficulty sharing objects and

affections. Many are extremely timid and overly cautious.

Others are given to displays of extreme hostility such as biting,

hitting, or spitting.

Most of the children have very little physical or emotional

self-control and tend to be impulsive rather than reasoning. They

have difficulty in learning to cope with the kinds of attention and

encouragement, not to mention the controls and discipline, to

which they are exposed in the classroom.

The willingness of preprimary children to take part in

activities which are new to or difficult for them also seems to

be conditioned by their image of themselves and the school.
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Many three- and four-year olds from poor neighborhoods have

little self-esteem and have been exposed to influences that make

them anxious about school and even reluctant rather than eager

to attend.
,

Nevertheless, most poor children are extremely adaptable.

Once they become accustomed to the classroom environment, they

are often better able to get along with each other than many of

their more privileged peers.

c. Cognitive

Having had little active encouragement in developing their

ability to look and listen or to order, classify, and generalize

about what they see and hear, most preprimary children lack

the cognitive skills and understandings their more fortunate

peers have already begun to develop: As a result, they have

difficulty identifying and describing people, things, and places

in the world around them. They have very limited vocabularies

and express themselves by using fragmented words instead of

phrases or sentences. Many have a very short span of atten-

tion and, having mostly been talked to rather than with, do not

know how to listen attentively. Intellectually they range from

dull to exceptionally intelligent. Many are able to make up

for their lack of acquired knowledge by means of a very active

curiosity.
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3. Nature and Purposes of Preyrimary Activities

The Preprimary Program attempts to create an environment

in which each child can become more aware of himself and many of

the people, places, and things in the world around him by taking an

active part in a sequence of successful learning experiences. The

classroom itself is, therefore, arranged in such a way as to meet

the needs and stimulate the interests of three- and four-year-old

children. As much as possible, the curriculum is tailored so that

each child can do the things he likes best and still be confronted

with situations in which he has to find solutions to problems and in

so doing, begins to develop new attitudes, values, and habits of

mind as well as the cognitive skills needed to order, classify, and

describe his experiences.

The kinds and combinations of activities presently being

used in Pittsburgh's Preprimary Program are limited only by the

ingenuity and inventiveness of the program staff. For the purposes

of description, however, most of the activities fall into one or

another of the following categories:

a. Manipulative activities involving puzzles, games, pic-

tures, blocks, beads, scissors, and even small tools

(hammer and nails) in which the child develops small

muscles and eye-hand coordination as well as ari
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awareness of similarities and differences in sizes,

shapes, and celors.

b. Motor activities such as climbing, pedaling, balancing,

throwing, lifting, pushing with arms and legs, pulling,

pounding, and stretching to develop motor skills and

large muscles:

c. Dramatic play, or imitative activities in which children

have opportunities to express themselves through role

playing and fantasy exploration. A housekeeping corner

including such things as a make-believe kitchen, doll

tub, and play dough lends itself to this kind of activity.

d. Activities which enable the child to develop his sensory

perceptions and help him to begin to order, classify,

and describe objects in the world around him on the

basis of size, shape, color, smell, and touch.

e. Creative experiences involving exposure to music,

rhythm instruments, drawing, coloring, and painting.

These activities enable the child to find satisfying ways

of expressing himself, to further develop sensory and

aesthetic awareness, to explore and experiment, and

to 'think imaginatively.

f. Activities designed to develop the child's ability to

listen attentively and to speak effectively, such as
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dramatization, verbal repetition, questions and

answers, "show and tell, " sentence completion

exercises, and songs and stories.

g. Other activities including snacks, during which time

children learn rudimentary social skills, table man-

ners, and how to use eating utensils; neighborhood

walks and trips which broaden children's awareness

of people, places, and things around them; and a

science table at which children can exercise their

natural curiosity and become familiar with the be-

havior of substances and living things under a variety

of conditions.

4. Partial List of Material, Equipment, and Supplies

a. Permanent Equipment. Child sized tables and chairs,

storage space, display space, toilet facilities, some-

thing to cook cn, picture files.

b. Educational Equipment and Materials. Building blocks,

hammer and nails, beads, puzzles, games, pictures,

balancing boards, climbing apparatus, trucks, dolls

and doll house, housekeeping equipment, play dough,

cooking utensils, water play equipment, sand, clay,

chalk, crayons, paint and brushes, measuring
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materials for scientific inquiry and experimentation,

materials for cutting and pasting, materials with a

variety of textures, other objects to feel, paper in

various textures and colors.

5. Criteria used to assess the kinds of growth that take place in child-

ren as a result of their participation in the program.

Different teachers use different methods to keep track

of the kinds of growth that take place in children. Some teachers

make a practice of jotting down notes each day; others jot down a

word or incident concerning a child; still others make mental notes

of their observations. The day's experiences as recorded or re-

membered are then used as a basis for more detailed observations

about each child recorded in the teacher's log. These observations

in turn are used to chart the child's progress and to make plans for

his further development.

Most of the judgments made by the teachers and aides are

based on first hand observations of the children as they participate

in various classroom activities. In the area of socio-emotional

growth, changes in a child's attitudes toward himself, his peers,

and the school environment as reflected in his ability to share

objects and affections, the progress he makes from solitary to

parallel to cooperative play, and the ways in which he demonstrates
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self-confidence and initiative are significant indicators of progress.

Growth in language skills can be .observed as children be-

gin to use narrative forms, complete phrases, and even sentences

to describe sensory experiences. The ways in which young child-

ren use new words, precepts, and concepts is a direct measure

of the extent to which they understand them.

Recently a series of more objective instruments for diag-

nosis and evaluation was developed by the Office of Research with

the aid of preprimary teachers. One instrument provides a num-

ber of yardsticks that can be used to standardize the procedures

teachers use to assess the kinds of socio-emotional development

taking place in children. The other provides a fairly reliable

measure of the extent to which children are learning basic cogni-

tive skills. The usefulness of these instruments should not be

exaggerated, however. While they may be fairly reliable for

large groups of children and therefore invaluable as a.means of

assessing the effectiveness of the program as a whole, they are

by no means infallible and rnay be highly unreliable for individuals.

Under these circumstances, there can be no substitute for more

or less subjective judgments teachers make about the children they

work with every day.
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6. Criteria used to determine readiness for release from the program.

Children are generally released after two years in the pro-

gram although exceptions can be made for a variety of reasons:

an extreme inability to deal with the demands of the classroom

environment or an inability to cope with such things as frustrations

and changes in routine. Similarly, an extreme lack of physical

or emotional self-control, or a lack of self-confidence manifested

in frequent displays of immaturity or hostility may justify keeping

a child in the program or transferring him to a special program

better tailored to meet his individual needs. Failure to begin

to develop the basic cognitive skills may also mean that he

will benefit from another year in the Preprimary Program.

Teachers mention such things as marked inability to describe

ideas or experiences in a logical manner, to generalize on the

basis of experience, and to learn vicariously as possible indica-.

tors that a child needs special attention.

It should be noted, however, that what is necessarily a

relatively subjective judgment is not made by the teacher alone.

The advice and consent of parents, other teachers, and pro-

fessional specialists is always taken into consideration. Nor

have 4ny hard and fast rules been established. Each case is

decided on the basis of its own peculiar conditions and circum-

stances.
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7. Personnel: Functions, Tasks, and Necessary Qualifications

a. Classroom Personnel

In the final analysis, the success of the Preprimary

Program depends upon the effectiveness of teachers and

other classroom personnel. They are the axis around

which a child-centered program revolves. To under-

stand why three- and four-year olds from poverty

neighborhoods think and act the way they do, teachers

and their co-workers must understand the environment

from which they come, as well as the dynamics of

developmental behavior in general. From knowledge

and understanding come the qualities of interest and

patience that are so crucial if a bond of mutual trust and

acceptance between the children ana their mentors is to

be established and maintained. The staff also emphasizes

flexibility, adaptability, and imagination as prerequisites

for adults who seek positions in the classrooms. For the

purpose of description, the various job categories can

be summarized as follows:

(1) The most important single adult in the class-

room is, of course, the teacher who is charged with

overall responsibility for planning and implementing
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a series of successful learning experiences de-

signed to meet the needs and interests of pre-

primary aged children. The teacher sets the

stage or structures the environment in which

learning takes place and provides such active

reinforcement as may be necessary to expedite

the process. In addition to being patient, adapt-

able, and imaginative, a preprimary teacher

must be certified (have a college or university

degree in education or its equivalent) and pre-

ferably should have some elementary level

teaching experience.

(2) The assistant, as the title implies, helps

the teacher plan and implement the Preprimary

Program in the classroom. Two years of col-

lege or university training and some experience

in poverty neighborhoods are important qualifi-

cations.

(3) The aide is seen as having a function which

is ancillary to that of the teacher and her assis-

tant. Duties include preparing materials for the

variols activities, performing general house-

keeping chores, and helping children under the
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guidance and supervision of the teacher. Quali-

fications include a high school education, residence

or experience in a poverty area, and a great deal

of common sense.

(4) Adult volunteers may be recruited to serve

as helpers and housekeepers under the guidance

of the teacher and her assistant. Volunteers are

expected to understand and be interested in child-

ren and to have participated in a brief training

program, the purpose of which is to acquaint

them with the basic philosophy and methods of

preprimary education.

b. Non-instructional Staff

(1) The elementary school principal (when the Pre-

primary Program is housed in an elementary school)

is expected to provide such supervisory and admin-

istrative support as may be needed by the classroom

teacher and her assistants. Lending moral support,

plus help in getting necessary materials and supplies,

are seea by the classroom staff as essential parts

of the principal's job.

(2) Supervisors provide the overall coordination,

guidance, and support needed to plan and implement
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the Preprimary Program. They also serve as a

communication link between the central adminis-

trative staff and the instructors in the schools.

The specific tasks performed by the supervisors

include helping to set up the program in schools

which qualify for compensatory assistance; ad-

vising new teachers; visiting schools on a rotating

basis (or upon request) for the purpose of offering

gttidance, expediting purchase and delivery of

necessary supplies, and handling personnel

assignment problems. As former teachers they

are expected to understand the kinds of problems

involved in preprimary education as well as the

need for constructive suggestions rather than

careless criticism of the work being done in the

classrooms.

(3) Community agents constitute an important

communications link between the schools and the

community. More specifically the community agent

selects children to participate in the program

(using 0E0 criteria), visits parents to check on

absences, explains the purposes of mothers'

meetings, and arranges for trips. In many cases
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the agent provides a male image to whom children

can relate both in and out of the classroom. Ideally,

he should have some training in social work.

(4) Specialists in such areas as art, music,

eurhythmics, and storytelling.

(5) Medical, nutritional, dental, mental health,

speech, and social work consultants.

8. Expediting cooperation and communication.

The people involved in the Preprimary Program keep each

other informed about the purposes, methods, needs, and problems

related to the work they are doing by getting together formally and

informally at frequent intervals.

Supervisors meet with teachers at least once each month.

From time to time they also exchange requests, suggestions, ideas,

and opinions over the telephone Or by means of written communica-

tions.

Teachers and parents meet weekly to discuss the program

and problems the children are having, as well as the kinds of pro-

gress they are making.

Teachers and in some cases their assistants attend pre-

primary teachers' meetings and, occasionally, elementary staff

meetings at the schools in which they work.
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RESPONSE FORM
PREPRIMARY PROGRAM

1. Your relationship to the program (e.g., teacher, aide, school
principal, etc.):

2. Your reaction to the definition meeting held on either February 10
or February 24: (If you did not attend either meeting, please indi-
cate question not applicable.)

3. Your reaction to the program definition issued by the Office of
Research:

-

4. Your reaction to the Preprimary Program (e.g., Do you believe
it will work? Is it a worthy effort? ):
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Preprimary Program Observations Guidelines *
lni

Name of Child
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Age (at time of observation)

Date and Time of Observation

Observer's Name

I. Description of Setting

A. Physical environment (draw shape and location of facilities if
possible)

B. Preliminary arrangements by the teacher (note any daily modi-
fications)

C. Other information about the situation in which the observation
begins

IL Observations (focus on the play activities of individual children)

A. What kinds of play did the child become involved in? How did
the activity begin?

B. What materials and equipment were used and for what purpose?
What kinds of materials and equipment did the child have to
choose from?

C. What kinds of interruptions took place? How did the child
respond?

D. How intensively did the child become involved in what he was
doing? (Note physical, facial, verbal, and other manifesta-
tions of involvement.)

*

E. What kinds of interactions took place between the child and
other children?

* Adapted from Nancy Trevorrow Carbonana, Techniques for Observin&
Normal Child Behavior (Pittsburgh: University of Pittsburgh Press, 1961).
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F. What kinds of interaction took place between the child and the
teacher and/or other adults? What was the teacher's or other
adult's role in relation to the activity? (Describe physical,
facial, and verbal manifestations of direction, reinforcement,
or control, both positive and negative.)

G. How long did the activity last? HoW was it terminated?

LU. Interpretation (incorporate follow-up interview with teacher as
needed)

A. What did the child seem to be getting out of the activity?

B. What role did the adults play?

C. How were the child's individual needs and interests recognized?

D. How were his responses, ideas, and other contributions
utilized?

E. Note anything else which you feel was of special significance.
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Socio-Emotional Scales and

Directions for Use
A

Activity Area

1. Large muscle jungle gym, bicycles., etc.

t.3reative - art activities

3. Dramatic, play: etc.

Manipulative or constructive - table games) pegs, puzzles) blocks

5. Sensory - clay) sand, water

6. Cognitive vocabulary, discriminations :lofting, etc.

Coded Scales

Pittsburgh
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I. Initiates Own Activities
a.. No activity or destructive activity
b. Participates in activity at direction of the teacher/or other children

c. Requests specific activity

ci. Persues activity on his own initiative

II. Relates to Group and Participates in Croup Activitier

a. Non-cammunicative with others in Group

b. Silents solitary sarticipation

c. Relates to child/teacher - (may be aggrestive behavior)

cl Relates to and becomes integrated into the group

III. Stays With a Task Until Completion
a. Over-under stimulated 4. short attention span - random activity with no

particular goal
b. Driefly attempts activity
c. Channels activities toward a particular goal

d. Stays with a task until completion

IV. Awareness of Changes in Environment
a. No apparent notice of new objects of materiels in the roan
b. Shows only slight interest in and awareness of new objects or materials

c. Spends time manipulating, examining or watching unfamiliar objects or material

d. Asks questions about or uses unfamiliar objects and materials

V. Shows Trust by Accepting School Dwironment

a. Enters roan only by force

b. Enters reluctantly encouragement

c. Enters room - stands on sidelines

d, Enters roan willingly
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VI. Shows Trust by Sharing Objects and Affections

a. Rejects objects and/or attentions of others
b. Refuses to relinquish objectives and/or attention of others

c. Shares objects and/or attention of others with limitation

d. Shares objects and/or attention of others freely

VII. Controls Emotions in Frustrating Situations
a. Physically aggressive reaction to frustration - hitting, bitir, excessive

crying, etc. or complete withdrawal.

b. Responds with verbal rather than physical aggression or withdrawal to frustration

c. Begins to accept restraints without anotional display
d. Controls emotions, accepts restraints and critician

VIII. Adapts to Changes in Routines
a. Emotional display over rescheduling of activities

b. Shows general disorientation
C. Upset.by change, but accepts it

d. Adapts to changes in scheduled activities with ease

IX. Takes Care of Personal Feeds
a. Does not dress himself, toilet, feed hisself, etc.

b. Handles dressing and toileting, feeding with sane help

c. Dresseiltoilets/feeds himself

d. Takes care of all personal needs (anything over and above dressing, feeding

toileting)
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Directions for using social scales:

1. In order to crystalize your thinking, the activity areas have been divided into

six categories,

2. The nine areas of behavior are divided into four steps.

The chart which follows is numbered according to the area of behavior and the faur

steps involved.

lg. For each of the first four areas of behavior, put the nunber of the activity a=

on the step where it belongs.

a

1$

.......

3 2 4, 5

Suppose for "initiates his own activities" he falls on Step a for large muscle and

manipulative activities. Enter the numbers 1 and 3 in step a.

Suppose he falls on step b for creative area. Enter 2 on step b.

Suppose he falls on step c in the cognitive and group
step c,

5. For the behavior areas V-IX it is not possible to
Enter the behavior by blackening the space of the

6. If you find that the progression between steps.is

you feel should come in between,

7. Make out one chart for each child in your class,
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Below are listed the activities and materials that would be included under each

activity area. These should serve to further clarify the activity areas.

1. Large Muscle

2. Art Activities

3. Dramatic Play

OA

lia

Hollow blocks or large unit blocks
Any climbing equipment
Balancing equipment
Large balls
Bodily coordination - running, skipping, roilingAtc.
Wheel toys - bicycles, wagons, trains, trucks,

wheelbarrow, baby buggies

Easel, crayons, cutting and pasting
Clay if used for creating pre-conceived object
(This category does not include finger paint)

. Role playing in any area, such as housekeeping,
blocks, props. , etc.

4. Manipulative or O. Puzzles
Constructive Small unit block

Table games
Beads
Scissors - used solely for manipulative purposes

5. Sensory Finger paint
Play dough
Clay
Sand
Water

6. Cognitive lia

Soap

Use of language
Investigative activity - books, science table
Discrimination - Also see cognitive objectives
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The Preschool Cognitive Test

Outline Description

I Vocabulary

I-A Vocabulary--Nouns
Objective: Names and identifies nouns
Test Item: Shown a series of 10 pictures of nouns
Direction: What is this? (for each picture)

e

I-B Vocabulary--Verbs
Objective: Names and identifies verbs
Test Item: Shown a series of 10 pictures depicting action
Direction: What is the boy (or girl) doing?

I-C Vocabulary--Adjectives
Objective: Names and identifies adjectives
Test Item: Shown a series of colors and of pictures
Direction: For colors--What is the name of this color?

For pictures--Show me something that is slow.

II Generalization and Classification

1.1.-A Generalization
Objective: Selects several differently depicted objects as

the same object
Test Item: Shown three different chairs and a bed
Direction: Show me all the chairs

II-13 Classification (general categories)
Objective: Selects objects belonging to the same category
Test Item: Shown three fruits and a vegetable
Direction: Show me all the fruits

II-C Classification (uses)
Objective: Selects objects used for same purpose
Test Item: Shown three musical instruments and a watch
Direction: Show me all the things that are used to play music
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U-D Relationships
Objective: Finds relationships between objects
Test Item: Shown a picture of a saucer, block, kite and cup
Direction: Show me what goes with the saucer

III Visual Discrimination

III-A Visual DiscriminationConcrete objects
Objective: Makes discriminations between concrete objects
Test Item: Shown series of 4 pictures, two of which are

identical
Direction: (Pointing to first picture) Show me the picture

that is just like this one

III-B Visual DiscriminationAbstract shapes
Objective: Makes descriminations between abstract shapes
Test Item: Shown series of 4 abstract shapes, two of which

are identical
Direction: (Pointing to first picture) Show me the picture

that is just like this one

III-C Visual DiscriminationLetters
Objective: Makes discrimination between letters
Test Item: Shown series of 4 letters, two of which are

identical
Direction: (Pointing to first letter) Show me the letter that

is just like this one

III-D Visual DiscriminationWords
Objective: Makes discriminations between words
Test Item: Showr series of 4 words, two of which are

identical
Direction: (Pointing to first word) Show me the word that

is just like this one

III-E Visual DiscriminationMemory
Objective: Identifies a previously seen object, shape,

letter and word
Test Item: Shown a picture (or shape, letter, or word)

on one page and then shown series of four pic-
tures on another page, one of which is identical
to first picture
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Direction: Shown the first picture: Look at this
Then shown next page: Now find one just like
it here

IV Auditory Discrimine;on

IV-A Auditory Disc rimination
Objective: Selects picture corresponding to spoken words
Test Item: Shown series of three pictures having similar

names (e.g. , pin, pan, pen)
Direction: Find the pen

IV-B Auditory DiscriminationOral Rhymes
Objective: Supplies rhyming word
Test Item: Two line thymes repeated by examiner

(e. g. , I'm thinking of something that rhymes
with fair; It's big and it growls. It's called a

Direction: Listen. Finish this rhyme

IV-C Auditory DiscriminationRhymes
Objective: Selects picture that rhymes with stimulus pic-

ture
Test Item: Shown series of four pictures, two of which

have rhyming names
Direction: All pictures are named; (pointing to first pic-

ture) What rhymes with ring

IV-D Auditory DiscriminationBeginning Sounds
Objective: Selects picture depicting objects beginning with

same sound
Test Item: Shown sample, and three other pictures, one of

which begins with same sound as sample
Direction: All pictures are named; (pointing to first pic-

ture ) What begins with the same sound as
monkey

V Comprehension

V-A Comprehension--2-picture sequence
Objective: Orders a 2-picture series by selecting picture

depicting what happened first in story
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Test Item: Shown two pictures and given description of each
picture

Direction: If we wanted to put these pictures in order so the
story would make sense, which picture would
come first?

V-B Comprehension--3-picture sequence
Objective: Orders a 3-picture series by selecting picture

depicting what happened first in story
Test Item: Show three pictures and given description of

each picture
Direction: If we wanted to put these pictures in order so the

story would make sense, which picture would
come first?

V-C Comprehension--Proble m Solving
Objective: Indicates solution to a problem by selecting

picture to finish a sentence (e.g. , Shown pic-
ture of grocery store, library, money, museum)

Direction: Finish this sentence. If we want to buy meat, we
go to the

VI Mathematical Readiness

VI-A Patterning
Objective: Selects picture to extend a pattern sequence
Test Item: Shown a pattern of alternating colors, shapes,

or both
Direction: Shown three alternatives; Which one of these

comes next in the pattern?

VI- B Counting
Objective: Counts 10 shapes
Test Item: 10 shapes
Direction: Count these circles and tell me how many

there are all together

VI-C Identification of Shapes
Objective: Can identify a circle, squa4. , triangle and

rectangle
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Test Item: Shown picture of circle, square, triangle and
rectangle

Direction: What is the name of this shape? (for each shape)

VI-D Comparison of Sets
Objective: Selects the set with more objects
Test Item: Shown two sets of objects
Direction: Show me. Which has more?

VU Directional Spatial Relationships

VII-A Directional Relationships
Objective: Indicates understanding of directional-spatial

concepts by selecting picture corresponding to
verbal description

Test Item: Shown series of three pictures, each one
showing an object in a different position (e.g.,
book on top of 'chair, book under chair, book
beside chair)

Direction: Show me the picture that shows the book is
under the chair

VII-B Opposite Analogies
Objective: Supplies word to complete opposite analogy

Test Item: Listens to sentence repeated by examiner (e.g.,
wood is hard, a pillow is

Direction: Finish this sentence with an opposite

VU-C Recognition of Rotated Objects
Objective: Identifies picture of as.. object rotated in space

to match stimulus picture
Test Item: Shown sample, and four alternatives, one of

which is same as sample but has been rotated
in space

Direction: (Pointing to sample) See this. Find one here
(pointing to alternatives) that is just like it
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Pro ram Dimension(s )'

Preprirnary Evaluation
Preliminary Plans, Cycle II

Clueetion s

Pittsburgh
Page 156

R tionale for uestion s

All dimenion of the initial
pacification., with special
attention to those dimensions
identified by the Stage I Panel.

Have change decisions about
program design been made and
implemented? How can these
best be incorporated into the
written definition? Or, does
the initial definition remain
accurate as a description
of the current consensus?

As the baseline specifications
for evaluation purposes, the
written definition of the program
must reflect the current con.
ensue of program staff.

All dimensions of the revised,
or current, program definition.

Is the current definition compr
hensive and internally consis.
tent; is the program as cur.
rently defined compatible with
other programs in the total
school environment?

If the definition has been revise
or modified, Stage I criteria
should be reapplied, if not re.
vised or modified, negative
judgments must be reviewed.

Antecedent dimensions, curren
definition:

a. Entering behavior

b. Support mechanisms
and procedures

What are the social and emotion
al characteristics of children
entering the program at eachage
level? Are socio.emotional
ratings of individual children
(using the socio.emotional
scales) by different raters con.
sistent?

What is the status of administre.
tive support and supplementary
resources in the operating pro.
gram?

To determine whether the oper.
sting program is congruent with
the defined program (i..e.,
whether assumptions about
levels of entering behavior are
accurate.) To deterinine the
reliability of the socio.erno.
flout scales used for measure
ing entering behavior.

To determine whether the
operating program is congruent
with the defined program
(i.e. , whether support needed
and resources needed are in.
deed available.)

Proces dimensions, current
definition:

a. Teacher functions and
duties

b. Intra-staff communica%
tions

Do teachers interact with child.
yen in the manner prescribed by
the program definition?

Are the specified communiea:
lions channels extant and opera
ting?

To determine whether the opera.
ting program is congruent with

the defined program.

To determine whether the opera-
ting program is congruent with
the defined program.

Outcomes:
Acquisition of cognitivi
skills

How do disadvantaged children
compare withtheir non.deprive
peers in the mastery of basic
cognitive skills u measured by
the Preschool Cognitive Test?

To continue the development
of the preschool cognitive test

- -258-.
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Source (s) of
Information

Preprimary Evaluation (contd.)
Preliminary Plans, Cycle II

'Instruments Proposed Analysis

Pittsburgh
Page 157

Provision(s) for
Feedback

Program director
and/or

Entire program staff
(or sample)

Unstructur,d interview
by evaluator using check.
list relative to change
activitygleveloped by
evaluation staff

Group interview
schedule and working
formats for collecting
data on program dimen-
sionsiby evaluation
staff

Content analysis followed
by synthesis

Revised definition
mailed to program
staff with response
farms for return of
comments and criti-
cisms
Informal contacts be-
tween evaluator and
program staff for
gauging staff reaction
to the revised
definition

Current definition and
panel of judges

Panel meeting, using
worksheets. Arrange-
ments made and materi.
alm prepared in advance
by evaluators

Content analysis of
panel proceedings

Summary of findings

. _

Report of panel finding
mailed immediately to
program staff and re-
ported again in Cycle II
Evaluation Report

-

1
Paired ratings on ran-
dom samples of child-
ren for each age level
by professional raters
both from within and
outside the program

IField staff opinion and
description of relevant
operations

Socio-emotional scales
previously developed by
collaboration between
program staff and evalu-
ation staff

Interview schedule by
evaluator

Descriptive summary of
data by sample. Relate
parameters thus de-
picted to expectations
expreased in program
definition
Correlation of paired
ratings to assess re-
liability of scales

Content analysis of in-
terview responses and
comparison with corre-
sponding specifications
in the definition

Informal feedback to
rat:A.8 on findings rel-
ative to scale reliability
R eport of modifications
and of congruence or
d.iscrepancy of antece.
dent dimensions in
Cycle II Evaluation
R eport

Informal feedback to
raters on findings rel.
ative to scale reliability
R eport of modifications
and of congruence or
discrepancy of antece-
dent dimensions in
Cycle II Evaluation
R eport

Operating program as
seen in the preschool
classrooms

Perception of the pro-
gram by school per-
sonnel outside the pro
gram

Observation checklist
develbped by evaluation
staff using data from
preliminary observations
Interview schedule by
evaluator

Descriptive summary
and comparison with
specifications in the
program definition
Content analysis of inter
view responses. In-
ferences about the opera
ti on of communications
channels based on per-
ceptions of non-program
staff

Report of congruence or
discrepancy of process
dimensions in Cycle II
Evaluation R eport
Report of congruence o
discrepancy of process

.dimensions in Cycle II
Evaluation R eport

Samples of preschool
program population,
kindergarten populationevaluation
and first graders with
nd without experience
n the program

Preschool Cognitive Test
being developed by

staff

To be determined Findings to be included
in Cycle III report or
annual evaluation re-
port, whichever is
earlier
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Case Study I

A NARRATIVE OF PROGRAM EVALUATION

TITLE I, ELEMENTARY AND SECONDARY EDUCATION ACT SERVICES

CINCINNATI PUBLIC SCHOOLS, 1966 AND 1967



Elementary and Secondary Education Act program evaluation in the

Cincinnati Public Schools is defined as the attempt to assess the collec-

tive impact on the pupils of the various services provided by the Educa-

tion Act. By contrast, project evaluation is aimed at assessing the

impact of a discrete set of services defined as a project. This report

provides a brief description of the procedures used in program evalua-

tion during the first year and the approaches and procedures planned

for the present year. Evaluation of ESEA program and projects is

the primary responsibility of the Division of Program Development

(a unit of the Department of Instruction), James N. Jacobs, Director,

and Joseph Felix, Associate. Associate responsibilities are assumed

by the Division of Evaluation Services, Joan Bollenbacher, Director;

the Division of Psychological Services,Charles Miller, Director; and

the Division of Data Processing, Edward Ebel, Director. For a

detailed report of the first year of Education Act Program Evaluation,

the reader is referred to the Journal of Instructional Research and

Program Development Volume 2, No. 1, October, 1966, published

by the Department of Instruction of the Cincinnati Public Schools.

Description of Total ESEA. Program. Title I of the Elementary

and Secondary Education Act of 1965 resulted in an allotment of three

million dollars for the Cincinnati Public Schools to enhance the edu-

cation of disadvantaged children. Thirteen projects were designed

for the first year (second semester, 1966). These have been
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recombined into six projects for the present school year, 1966-67, but

Lhe services have remained essentially the same. The projects are

listed below with brackets indicating the combinations for the present

year.

Present First
Year Year
1966-67 1966

1

2

3

4

IMO ,IND GO

5

6

PROJECT

1 Early Childhood Education

Health Services

Communications (Speech Improvement)

4 Emotional Disturbances and Learning
Disabilities

6

5

8

Elementary Remediation and Enrichment

Saturday Morning Enrichment Classes

7 Elementary Summer School

Educational Resource Centers (first year only)

9 Parent Education (divided between Elementary
and Secondary Projects during second year)

0

11

Secondary Rernediation and Enrichment

Secondary Summer School

(12

t13

Staff Development

In-Service Training

Two classifications of schools were identified to receive Education

Act services. The first, primary target schools, are those which have

the highest concentration of disadvantaged children. (The proportion of
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pupils from families on welfare was the criterion used in selecting tar-

get schools. ) All ESEA projects were operated in this group. The

second, secondary target schools, are those with fewer disadvantaged

pupils and where only certain projects were operated. A third group,

control" schools, were designated for evaluation purposes. These

were the schools which were closest to the target schools in terms

of concentration of the disadvantaged. The numbers of types of

schools in each classification for the first year were as follows:

Primary Target (PT)

13 public elementary

3 non-public elementary

4 public secondary

Secondary Target (ST)

19 public elementary

Control (C)

3 public elementary

14 non-public elementary 2 public secondary

4 public secondary

Evaluation Problems. The difficulties inherent in program eval-

uation were recognized at the outset. The projects operated for only

five months of the first school year, obviously too brief a time to

detect measurable advantages. The difficulty in attempting to attri-

bute cause and effect relationships to the various projects was

apparent, since each service is presumed to interact with every other

service. Further, the types of experimental designs required for

assessing cause and effect were not applicable, since eligible pupils

could not be denied the services for the sake of serving as controls.

In addition, even if the above difficulties could have been resolved,

it was recognized that it is unrealiStic to assume that one cause
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will produce a given effect, since there are many factors which affect

complex variables such as achievement.

First-Year Evaluation Strategy. The overall strategy for program

evaluation involved the identification of several complex variables which

were viewed as barometers of educational "health." These variables

are assessed under eight headings: (1) Teacher Evaluation; (2) Stu-

dent Evaluation; (3) Parent Evaluation; (4) Pupil Achievement;

(5) Pupil Self-Image; (6) Pupil Promotion; (7) Pupil Attendance;

and (8) Pupil Drop-Outs.

Data to serve as criterion measurements in each of the eight areas

were obtained for the primary and secondary target schools, as well as

for the control schools. The general hypothesis which permeated the

program evaluation is that the criterion measurements would respond

to the intensity of treatments. (That is, H : PT> ST > C. ) Four

criterion measurements were baseline data only, while the remaining

four were represented either by pre-, post-test data or baseline data

established in previous years. Comparison of PT, ST, and C were

ambiguous when only baseline data were available. For example,

while "control" schools were chosen for their similarity to the tar-

get schools, they could not be assumed to provide a comparable

population. Obviously, had the criterion measureinents not been

higher, it is likely that the schools would have been in the target

area.
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Change scores were examined on four of the criterion measures

making comparisons of PT, ST, and C less ambiguous. This strategy,

however crude, did indicate some revealing differences which supported

the general hypothesis.

Evaluation Instruments. The matter of instrumentation was no

small problem. Some instruments had to be designed locally; others

were available from commercial publishers. The concerns over appro-

priate levels of reliability and validity were ever present. Technical

considerations were only part of the problem, however. The impact

on staff morale and public relations resulting from administering

staff, pupil, and parent surveys could not be overlooked. The upset

in the schools involved in scheduling and administering numbers of

surveys and achievement batteries was considerable.

Achievement Tests from the Stanford Battery were given in grades

3 through 11. This battery was selected because it was used in the

city-wide program with some data available from past years for

comparison purposes. The Metropolitan Primary Test was given in

grade 2 because of its earlier use. (The Stanford is being giVen

during the present year for ESEA evaluation. )

Survey Instruments were constructed to provide data regarding

teacher, pupil, and parent opinions and pupil self-image. A brief

description of each follows:
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Teacher Survey. The semantic differential technique was used

in constructing this survey which consisted of 44 items, each

representing a concept or service relating to one or more

objectives of the thirteen projects. Teachers rated each item

from "poor" to "good" on a 7-point scale. The instrument war.,

printed on a Digitek form which was reproduced locally by the

Multilith process. The survey was administered in January

and June.

Pupil Sursisx. The questionnaire consisted of 20 items to which

pupils gave "yes" or "no" answers. The instrument was designed to

elicit information regarding pupils' attitudes and concerns about

school, their parents' involvement in the pupils' education,

pupils' aspirations, and their participation in specific activities

relating to ESEA project objectives. This survey also was

re pr oduced locally in the Digitek format.

Parent Survey. The parent survey was conducted by interviewing

a random sample of 20 parents in each target and control school

area. The interviewer read a 14-item questionnaire to which

each parent responded "much," "some," or " not at all" to each

item. The items related to the parent's opinion of the child's

attitude and interest in education and to the parent's opinion of

the school and its effectiveness. The Digitek format was used.
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Pupil Self-Image. Three instruments were used in the attempt to

evaluate pupil self-concept: What I Am Like, Attitudes Toward

Self and School, and the House-Tree-Person Test. Each was

administered to a random sample of pupils.

What I Am Like. This instrument, developed locally, was

based on the semantic differential technique in,which pupils

in grades 4 through 11 rated themselves on a 5-point, bi-

polar adjective scale. It consisted of three subtests of 10

items each. The first, What I Look Like, consisted of

adjectives characterizing physical attributes; the second,

What I Am, attempted to measure self-image from a psy-

chological point of view; the third, What I Am Like When

I Am with My Friends, concerned social attributes. Again,

the Digitek format was used.

Attitudes Toward Self and School. The Attitudes Toward

Self and School or "Faces" test consisted of 18 items, each

having two faces, one smiling and one frowning. The format

was Digitek, and the pupils in grades 1 through 3 were asked

to blacken the nose of the picture that described how they

felt about a given question. For example, "How do you

feel when you get your report card and take it home?"

If a pupil marked the smiling face, it was assumed that he
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had a positive attitude. If he marked the frowning face, it

was assumed that his feelings were more negative.

House-Tree-Person. This test involved a projective tech-

nique in which pupils drew a picture of a house, a tree, and a

person. The tests were scored on eight factors which seemed

to have the support of experimental evidence and clinical

cross-validation by more than one author. A scoring system

was developed to measure the degree of presence of each

factor. Each factor was scored on a 3-point scale, making

the maximum score 24.

First Year's Report. The first year's ESEA program evaluation

was oriented primarily toward establishing baseline data on several

important dimensions relating to the educational "health" of the target

schools. Details are reported in the October 1966 issue of the Journal

of Instructional Research and Program Development mentioned earlier.

For this narrative, suffice it to say that the baseline data will serve

as a point of departure in the measurement of hoped-for gains in the

future ESEA program evaluation in the school system. Further, it is

hoped that such baseline data will represent a kind of challenge to staff

members--that is, the data will be looked upon as records to be broken.

Program Evaluation Strategies, 1966-67. The criterion measure-

ments used last year will be obtained again this year during April and
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May. While the evaluation strategies last year used only the school

as the sampling unit, this year's evaluation also will use pupils as

sampling units. This strategy evolved from the situation within the

target schools where some number of pupils receive intensive service.

This situation permits comparison of high service and low service

(operationally defined) pupils within the same school. These pupil

comparisons, matched on pre-achievement, sex, and grade, should be

more sensitive to differences than school-wide averages which tend to

conceal possible differences in pupils who receive differential treat-

ment.

The diagram on the following page shows the three types of com-

parison strategies which will be used during the current year.
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(PT)

(PT)
......,

A B

High Low )
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Control

(ST) (C)

0 1

(ST)

Comparison 1. (Vertical arrows)

No

Service

Determination of significant change from 1966 to 1967

within PT, ST, C. H : PT67 PT66, etc.

Comparison 2. (Horizontal arrows)

Determination of significant change among PT, ST, and C

H PT increase > STincrease Cincrease

Comparison 3. (Circles)

Determination of significant differences in change scores

among A, B C, D, and E groups

H :A>C)PB>DE
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Case Study II

EVALUATION OF THE MOBILE READING CLINIC PROGRAM

DADE COUNTY PUBLIC SCHOOLS, FLORIDA

19654966



INTRODUCTION

The public school system of Dade County, Florida, was allotted a

sum of $3, 523, 826. 16 from Public Law 89-10 funds to implement

programs to serve educationally deprived students with instructional

programs or services. Various programs were initiated during the

1965-66 school year and the summer school of 1966. Eight projects

were designed and put into effect:

1. Visiting Teacher Counselor Project
2. Special Reading Teachers
3. Mobile Reading Unit
4. Guidance Services Project
5. Junior High Learning Laboratory
6. Special Education Project
7. Classrooms for Headstart Project
8. Summer School Program

As required by the law, the degree of effectiveness of each pro-

ject was assessed. The description of each project contained a section

stating how it would be evaluated. For this purpose, evaluation was

interpreted as being concerned with the amount of change induced by a

project.

Description of the Evaluation Unit

To accomplish the task of evaluating Federal Projects in Dade

County, an evaluation team composed of a professional staff of one

coordinator and three special teachers was formed. The titles and

specific duties of the evaluation team are as follows:
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Coordinator

A. Assume responsibility for carrying out the tasks assigned to

the Unit within the general area of evaluating special programs

for educationally aisadvantaged children

1. Design procedures for
a. Gathering pre- and post-project data
b. Maintaining records
c. Preparing reports

2. Aid in selection and preparation of needed instruments
for measuring achievement of stated project objectives

3. Assist in checking the validity and reliability of data-
gathering instruments and procedures

4. Determine that appropriate procedures and techniques
for the processing and analyzing of data are conducted

B. Supervise the work of the other members of the Unit

C. Evaluate the internal effectiveness of the Unit and make

recommendations for improvement in organization and

operation of the Unit

D. Work with the managers of special projects, the director

of special programs, and other interested school system

personnel in planning programs for disadvantaged children

and youth

SpecialistResearch Methodology and Statistics

1. Work with other members of the Unit in conducting evaluation

projects
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2. Give special attention to the research design methodology and
statistical analysis procedures in the evaluation projects

3. Perform such other duties as may be assigned by the Coordina-
tor of the Evaluation Unit

Specialist--Tests and Measurements

1. Identify suitable instruments by which objective and subjective
measurements may be obtained

2. Establish a working rapport with building representatives
responsible for testing, Assistant Principals, and Test
Chairmen

3. Assume responsibility for seeking out additional instruments
and methods, with special attention to the selection, creation,
and validation of data gathering devices, and assist in the
assessment of the Project objectives

4. Inform the members of the Evaluation Unit of new instru-
ments, recent developments, and current research in the
field of tests and measurements

5. Work with other members of the Unit in conducting evaluation
projects

6. Perform such other duties as may be assigned by the Coordina-
tor of the Evaluation Unit

Smcialist--Research and Information

1. Assist with the implementation of the instruments

2. Process gathered data and produce the desired analytical
and computational documentation

3. Assume responsibility for the maintenance of liaison between
the Evaluation Unit and the available data processing facilities

4. Contribute to the development of electronic procedures that
will automate functions of the Evaluation Unit
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5. Work with other members of the Unit in conducting evaluation
projects

6. Perform such other duties as may be assigned by the Coordina-
tor of the Evaluation Unit

Initiation of a Pro 'ect

The Dade County Public School System has established procedures

to permit the implementation of special programs into its ongoing

operations. An Assistant Superintendent for Special Programs has been

appointed by the Dade County School Board to coordinate the functions

of. special K-12 programs. The Assistant Superintendent has a staff

of experts who assist with writing and management aspects of special

projects.

It is recognized that ideas for projects and special programs

may come from a number of sources, with two such sources being

(1) an idea that an individual educator might have or (2) a more uni-

versally accepted idea possessed by many who are responsible for

educational programs in a large school system, such as preprimary

types of schooling. The initiator of an idea for a special program

prepares an abstract of what he anticipates if the project should be

undertaken in Dade County. A committee composed of five mem-

bers, with the Assistant Superintendent for Special Programs as the

chairman, examines each abstract to determine the program's

appropriateness for Dade County.. 11 a favorable report comes out
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of the committee's evaluation of the idea in abstract form, the Assistant

Superintendent for Special Programs becomes the initiator of the idea.

It is his responsibility to see that the project is written within appro-

priate guidelines established to secure the funding. When a project

is in its final form, copies are distributed to the Dade County School

Boa.rd members for their endorsement. A resolution that they support

the project is acted upon in an open School Board meeting.

The Title I of Public Law 89-10 projects of Dade County came into

existence after having gone through the procedure just described.
,.

Since Dade County projects under Title I, Public Law 89-10, were

accepted and implemented in fiscal 1966, their duration has probably

been too brief to expect significant measurable results. Each project

had to be superimposed on an already existing instructional program,

and achieving efficient operation was thus made a more complex task.

Services that had direct impact on individual pupils did so for a very

short period of time. Some of the objectives that were identified for

projects were so complex in nature that it was not realistic to assume

or to expect changes after such a short period of time.

Test Results

When considering standardized test results it must be understood

that different forms and norms of the tests were used for pre. and post/-

testing. Test items on the pre-test were different from those on the
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post-test. This necessitated the converting of all mean scores to a

standard "T" score for comparability. In the evaluation phase of this

report, all mean scores are reported as standard scores.

The " T" score mentioned above is based on the percentile rank

of the mean score of the group tested with respect to the national

norm. A mean change of zero. (i.e. the mean score on the pre- and

post-tests are the same) does not indicate zero growth, but rather,

the educational gap existing between the disadvantaged students and

the national norm was the same after the treatment as it was before

the treatment.

MOBILE READING CLINIC

Ob'ectives

1. To identify and diagnose students with severe reading dis-
ability and to provide remedial instru-tion for those pupils
unable to function in classroom or coa ctive reading pro-
grams

2. To improve student attitudes towards school (reflected by
improved attendance and conduct)

3. To imprewe student performance in both course work and
on standardized achievement tests, as a residual effect

General Descri tion

One of the projects initiated this past year was to establish a

Mobile Reading Clinic to conduct an extensive and intensive clinical

reading program for boys and girls having an urgent need for clinical

diagnosis and instruction with their reading problems. Five reserved
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school buses were remodeled and equipped to serve needy pupils. The

bulk of the remodeling was conducted through the Dade County School

Board Maintenance Department. Separate compartments with storage

facilities were included in the buses. Since five mobile centers were

equipped to serve the clinical needs of pupils having severe reading

problems, fifteen clinicians were employed to handle the buses, with

three clinicians assigned to each bus. The mobile centers were stored

in secure compou:_ds during the evening hours. Each center visited

two schools a day. Since this program commenced as late as February

1966, only two schools were served by each unit, with the intention of

bringing the clinical services to the door of schools having students

with severe reading problems. The following ten schools were served

by the Mobile Reading Center:

Bunche Park Elementary
North County Line Elementary
Miramar Elementary
Highland Park Elementary
Holmes Elementary

Crchard Villa Elementary
A. L. Lewis Elementary
We st Homestead Elementary
Moton Elementary
F. C. Martin Elementary

The Mobile Reading Center Clinic was designed to work with boys

and girls ranging from ages 8 through 12, in grades three through six.

Three hundred ninety pupils were diagnosed in the short span of the

operation of this program. Of this number of pupils, two hundred

thirty-nine received remedial instruction. (Again the purpose of the

Mobile Reading Clinic was to determine pupils' reading deficiencies

through diagnostic procedures). After proper identification of the
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deficiencies, the reading teachers were to assist boys and girls with

their specific problems. These services were available to students

of private and parochial schools; however, in the six months of operat-

ion no pupils from these sources participated in the Mobile Reading

Clinic Project. To operate the Mobile Reading Clinic, a project

manager was hired, with the responsibility of the overall supervision

of the Mobile Reading Clinic. He acted as a liaison between the Mobile

Center and the county, district, and sChool personnel. Fifteen read-

ing teachers, who were certified or involved in the process of being

certified in reading as well as having had classroom experience, were

employed to work with the boys and girls. One of the requisites was

a demonstrated willingness and enthusiasm to work with students in the

disadvantaged areas. One secretary was employed tc handle the

necessary clerical operation.

The major role of the Mobile Reading Clinic was based upon the

fact that approximately three to ten percent of the elementary school

children in educationally deprived areas in Dade County were in

urgent need of clinical diagnoses and instruction with their reading

problem. These children had not succeeded in learning to read

through existing programs nor had they been able to avail themselves

of the services of the County district reading centers because of

parental obligation to transport the child to and from the clinic. The

cost of private services were an economic impossibility for the girls
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and boys in educationally deprived areas. Sixty-one elementary schools

were designated as serving an educationally deprived population. Since

the Mobile Reading Clinic was able to serve only ten of these schools,

it readily became apparent that a number of students in need of the

reading services were not being served.

The average time spent in the Reading Center for each child varied,

depending upon the nature of the child and the natu.. e of his reading dis-

ability. The average number of sessions attended was about forty-five.

It is anticipated that next year the major financial obligation will

be salaries for personnel, instructiona.l supplies, and equipment. No

large amounts of money will be necessary for capital outlay. This is

true only if the project is maintained at the present level of force.

E VA LUA TION

Design

In the evaluation of the Mobile Reading Clinic Project, the para.

graph meaning, word meaning, spelling, and language subtests of the

Stanford Achievement test were administered to all project students

on a pre-post basis in order to determine the mean change.

A small group of students in the Mobile Rwading Clinic was also

matched with a group of remedial readers who were from the same

schools but not in the project. Mean changes for these groups were

compared.
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An Informal Reading Inventory and the Spache Diagnostic test were

also administered to the students in the Mobile Reading Clinic on a pre-.

post basis and the mean change reported.

The mean number of days absent during the spring semester of

1965-66 was compared with the mean number of days absent during

the spring semester of 1964-65 for all students in the project to deter-

mine the extent of change.

Ratings along a continuum from "poor" to "excellent" were made

by three groups of school personnel to assist in the total evaluation of

the Mobile Reading Clinic project. Group I consisted of principals,

project managers, district supervisors, and district superintendents.

Group II consisted of teachers not in the project, and Group III con-

sisted of teachers in the project.

Results

The results of the evaluation are reported in Tables A-G and Figures

1-5 in the ensuing section.
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TABLE G

A ttendanc e

~0~1111111
GRADE- ............. N........... ...

38....... s,
41..........................
44=11
44AloAl

1 167

MN POO DAYS ABSEIT
011

DIFF.*SPRING - 65 1
....................

SPRING - 66

3

... -

6.3. i 5.2 ,
.9

4............

5

......... am..
7.5

.. ...........~. sorore*

8.0
....................

6.7

........... ........

.5
....... e. ............1

:5

-.4

6.2

6...........

41.0 ONO

5.8

11 11.1.
5.4

TOTAL
111111P I.

6.4
1

6.3 -.1

*A negative difference indicates improvement since we are

cceparing mean lumber of days absent.

0
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FIGURE 1

Ratings By'Administrators
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FIGURE 2

Ratings By Teachers Not In The Project
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FIGURE 4

Ratin s By Teachers In The Pro'ect
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FIGURE 5

Graph Of Mobile Reading Teachers Survey,
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Conclusions

The Mobile Reading Clinic project treated 239 pupils in grades

three through six.

Significant positive mean gains were shown in the results from pre-

post testing, using the Informal Reading Inventory and the Spache

Reading Scales.

Small positive mean gains were also shown by the total Mobile

Reading Clinic group In the Stanford Achievement subtests in para-

graph meaning, spelling, and language on a pre-post test basis. A

small experimental group evidenced a slight positive gain over the

matched control group in paragraph meaning, spelling, and language.

In comparing the attendance of students in the Mobile Reading

Clinic to their attendance during the same period of the previous year,

it was concluded that attendance did not improve significantly.

The Mobile Reading Clinic received a very high rating on the

survey t)f administratorsland teachers' opinions regarding the project.

COMMENTS RELATED TO PROJECTS

During June 1966, all teachers and administrators in schools

receiving the services of a Title I of Public Law 89-10 project were

permitted to comment concerning the program. Since comments were

not required of respondents, it should be pointed out that the remarks

listed are those of persons electing the option.
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The comments of teachers pertaining to the Mobile Reading Clinic

are listed below in the order of the frequency of number of similar

responses.

The supply of materials and equipment should be
made available within a reasonable amount of
time after it is ordered. Need for expanded
equipment such as a Keystone Telebinocular
exists.

The program is doing an effective and important
service.

A medical unit should be employed, as many
reading problems found have a health factor
as a cause.

In-service workshops with all mobile reading
personnel should be scheduled.

The program has iremendously increased
student interest in reading.

No more than two children should be served
by each member of the unit at a thne.

More unified diagnosis should be used.

More emphasis should be placed on teaching
and less on written reports.

Better means of communication should be formu-
lated between the project manager and the units.

Scheduled meetings should be held between
classroom teachers and mobile reading teachers.

There should be more mobile reading units,
and they should be better equipped.

The units should spend more time at an indivi-
dual school, increasing the amount of treatment
administered.
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This program is excellent for increasing the
vocabulary of students.

The regular classroom teachers need to be
made aware of the total program.

The mobile reading unit does not remain at
the schools long enough to be as effective as
it could be.

There is a lack of communication between
teachers and mobile reading personnel.

Reduced class loads would be most helpful
for improving reading.

It is believed that this program is an excellent
one and should be continued.



Case Study III

EVALUATION OF THE CULTURAL ENRICHMENT PROJECT

DETROIT PUBLIC SCHOOLS



Title: Cultural Enrichment Project

Ealing: $996, 070 under ESEA, Title I

Period: November 11, 1965 through August 31, 1966

Objective: To provide culturally enriching experiences to the 216, 000
pupils attending public and parochial schools in disadvantaged areas of

Detroit.

Procedures: Programs of cultural value were brought to the pupils
in their schools, or pupils were transported to such events as could

not be brought to the schools. After-school classes were conducted in
the Fine Arts. A series of humanities-oriented programs in literature
were broadcast, during school hours, over the educational broadcasting
system of the public schools.

Evaluative Design: The original evaluation design listed qix objectives
in terms of pupil behavior and the types of evidence of attainments of
the objectives. Briefly stated the objectives were that pupils would par-
ticipate in a wide variety of cultural activities, that they would engage
in creative activities, that the experiences would have both entertainment
and educational values. Expected behavioral changes to be assessed
were changes in reading and television viewing practices, in attendance
at museums, art galleries, libraries, and the legitimate theater, and in
participation in creative productions. Another expected outcome was
the development of greater appreciation of the fine arts which would ex-
tend into the pupils' adult lives. The plan for the process observation
called for observations and consultation to improve this program and its
management, so that larger numbers of pupils could receive greater
benefits from the project.

The Evaluation: The evaluators of the project were a research associate,
already having full-time responsibilities and assignments in the research
department, and a research assistant, assigned part-time to the project,
beginning in June 1966. The associate had had considerable experience
in public school research, instrument formulation, and report writing.
The assistant was more highly trained in a doctoral program in educa-
tional research, research design, statistical techniques, and computer
utilization, but had little practical experience in large scale research in
a public school setting.

Limitations in the Evaluation: Because so little time could be given to
the evaluation of this project, no attempt was made to measure changes
in pupils' behaviors, attitudes, and appreciations. The evaluation of
the program events facet of the project was limited to teachers' appraisals
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of the values of each program event and simple counts of numbers
of pupils participating in each event. An estimate of the cost of each
program event was made in terms of cost per participating pupil. A
similar type of analysis was planned for the after-school enrichment
classes. Because the television program was still in the developmental
stage, no attempt was made to evaluate this phase of the project.

Findings; Product Evaluation. About 93, 000 public school and 7, 000
parochial school pupils participated in about 50 different program
events including artist demonstrations, musical concerts, dramatic pre-
sentations by professional actors, and trips to cultural centers. Teachers
rated all but three of the events as having high to very high interest and
educational values. Costs ranged from an estimated $6. 75 per pupil to
a low of $.07. Values as reported by teachers were not necessarily
proportionate to per-pupil costs.
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EVALUATION OF THE PROGRAM EVENTS FACET
OF THE CULTURAL ENRICHMENT PROJECT*

The Problem of Cultural De rivation

Typical of the contrasts found within the inner city of Detroit are those of
affluence and poverty and of culture and cultural deprivation. The center-
city area of about 16 square miles encompasses some of the most valu-
able property in the city and the most dilapidated slums. The area con-
tains the cultural center of the city--a state university, museums, the
main branch of the pablic library, concert halls and auditoriums, and
legitimate theaters--and a population that is relatively untouched by the
cultural offerings. The poor cannot or do not take great advantage of the
opportunities at their doorsteps. In the midst of plenty, there is cultural,
as well as economic, poverty. One of the great challenges of education
in the inner city is that of providing the opportunities and creating the
desire for children to have culturally enriching experiences.

The Cultural Enrichment Project

The Cultural Enrichment Project was conceived as a program to bring
to the 73,000 pupils at 59 public schools in the most economically de-
prived school communities a variety of experiences In the Fine Arts,
and to bring to the 36,000 parochial school pupils and to the 126,000
pupils in 119 other public schools-in areas of economic deprivation some
of the culturally enriching experiences more readily available to children
in neighborhoods of higher socio-economic status. The program, as
conceived and carried out, brought to the children in their school settings
a series of program events, including musical concerts, artist demon-
strations, and plays by professional theater troupes. Also included
under the program events facet of the project were the busing of
pupils to places of cultural interest and to programs which could be
presented better elsewhere than in the schools, and the provisions of
free tickets to programs in concert halls. Other facets of the project,
not included in this evaluative report, consisted of the production and
presentation of a series of television programs on literature and the
conduct of a large number of after-school classes which provided for
children's active participation in the arts.

,The Operation of the Project

The Cultural Enrichment Program was funded for the school year 1965-66

*Funded under the Elementary and Secondary Education Act, Title I
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and for the summer of 1966 through a grant under the Elementary and
Secondary School Act, Title I. A directing committee was set up to
establish policies, select programs and artists, and to coordinate the
program in the public and parochial:schools. Staff, including a coordina-
tor charged with the administration of the program, was obtained chiefly
through the reassignment of Detroit Public Schools personnel. Contracts
for performances were made with artists and organizations which were
to produce the individual program events. The Research and Develop-
ment Department of the Detroit Public Schools was assigned the respon-
sibility of evaluating both the processes by which the program was carried
out and the product of the program.

The remainder of this report deals with the evaluation of that facet of the
Cultural Enrichment Program which provided the individual program
events offered to the pupils.

The Evaluation Plat

The evaluation of a multi-faceted project such as the Program Events
portion of the Cultural Enrichmint Project (CEP), which involves pupils'
exposure to and participation in culturally enriching experiences, cannot
be based on a rigid research model. The evaluation of this project is,
rather, based on examination of three criterion variables: (1) the number
and variety of the experiences made available to pupils, (2) the numbers
of pupils exposed to these experiences, and (3) the cultural values of the
experiences. The discussion which follows deals with the extent to which
the CEP meets its general objective of providing pupils in culturally,
socially, and economically deprived areas with experiences which are
culturally enriching.

Kinds of Program Events Provided

Experiences provided in the Program Events portion of the CEP fall
into five general categories:

I. Musical events presented in the schools by individuals and by
groups of performers, and musical events presented in con-
cert halls for which free tickets were provided to pupils.

2. Artist demonstrations in which a commentator explained the
processes by which a painter or sculptor created a picture
or clay model in front of an audience.

3. Dramatic events, including plays by professional actors.
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4. Trips to art institutes, museums, educational institutions,
and zoos.

5. "Conversation in the Arts," after-school classes, offered to
selected pupils at centralized locations.

Some 50 different programs of these types were presented. The list of
the different program 'events is shown in Table I of this report.

The Number of Pupils Participating

Table I identifies the more than 50 different events and shows the numbers
of public school pupils at each school level and the numbers of parochial
school pupils at all grade levels who participated in each of the events.
The totals from that table, along with the percentages of the CEP area bchool
populations which participated in the program events, are as follows:

School
Level

No. of Pupils
Partici atin

School
Enrollment

Percentage of
Pu ils Partici atin

Elementary 33,709 .119,400 28

Junior High 27,435 31,500 87

Senior High 32,175 29,800 108

Parochial 7,088 35,700 20

Total 100,4107 216,400 46

Product Evaluation

Values of the Program Events

There are two ways of evaluating the quality of each program. One is
through inspection of the content of the program itself and of the quality
of the artist presenting it. This type of evaluation was made by the CEP
Advisory Committee prior to contracting for the services of the artists.

The other method of obtaining evaluation of program quality is through
the appraisals of qualified observers at each program event. For the
purpose of obtaining data for this type of evaluation, each teacher who
accompanied a group to an event was asked to rate the event on each

of four criteria: educational value, entertainment value, pupils' interest
during the program, and the strength of his recommendation that the
same program be repeated with other groups of pupils. A five-point
rating scale was used, with "1" representing the lowest or negative value,
and "5" the highest positive value. The mean of the ratings given each
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criterion by all the teachers viewing each progr?rn and a composite
mean of the ratings given all four criteria were computed. The.means
of these ratings and the numbers of schools and pupils involved in each
event are shown inTable I.

Observations and Recommendations Based on Findings

I. The program events have provided public secondary school pupils
with an average of about one exposure per pupil to a culturally en-
riching event. The exposure of elementary and parochial school ,

pupils is about one quarter that of the public secondary 'school pupils.
Only 44 percent of the pupil population in the Project Area schools
has had exposure to these programs. Even this percentage figure
is misleadingly high because it is based on multiple counts of some
pupils who may have had from two to seven exposures to program
events.

On the basis of these observations it is recommended that more
pupil participation, especially for public elementary school and
parochial school pupils, be provided by

a. Offering more programs suited to elementary school pupils
b. Establishing better communications between public and

parochial schools with respect to attendance at the programs
c. Persuading more principals to participate in the program

offerings
d. Arranging for busing pupils from schools having in-

adequate facilities to central locations where the differ-
ent programs may be presented

e. Scheduling at least one program event for each of the
Project Area schools.

2. The impact of the remark "Look, they've got one of us 'cats' for con-
ductor" and the wild applause accompanying the entry of Henry Lewis
as conductor of the Detroit Symphony Orchestra was probably of more
significance than the 4.9 rating given by 26 teachers. A less-than
superior artist who has risen from the cultural milieu of the audience
can be more effective than the superior artist from a different back-
ground:. The cultural effect of Josephine Love on an audience of de-
prived youth may be greater than that of the Shaw Chorale. Idealistic-
ally, each performance should be judged on its own merits; practically,
empathy may be as important as or more important than artistry.

3. Teachers' appraisals of the different events were very favorable. The
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composite ratings of the values of the events were, with the exception
of three events, between "high" and "very high." The most highly
rated programs, for which an adequate number of appraisals were
received, were those with a composite rating of "4. 9" These are the
following:

The Brass Ensemble from the Detroit Symphony Orchestra
The Detroit Symphony Orchestra

(presentations in the schools or at the Ford Auditorium)
The Detroit Public Schools Folk Dance Festival
Artist demonstrations by McGee and by Mindener
Proctor's Puppets

Following closely in value, as represented by teachers' composite ratings
of "4. 8" and 4.7," are the following:

The Ashby Trio
The String Ensembles from the Detroit Symphony Orchestra
The Shaw Chorale, an outside concert
The W. Warfield Concert, an outside concert
The ballet presentations of Kipling' s "Just-So Stories!'
The Milan Theater Group's Presentations of "The Man Who

Married a Dumb Wife"
The light operetta "The Old Maid and the Thief"
The light operetta "Young Tom Edison"
Visits to Cranbrook Academy

It is recommended that, in the absence of other contra-indicative data,
these programs receive' high priority in the plans for the CEP for the
coming year.

4. The following programs given ratings from "4. 3" through "4. 6" were
appraised by the teachers as having "high" educational and interest
values:

K. Britten
Woodwind Ensemble
All City Honors Concert
J. Walters Concert
Artist demonstrations by

Bostic
Brackett
Graves
Quinlan
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Wald
Trips to

Children's Museum
Greenfield Village
Historical Museum
Program "Were You There"

"Conversations" prograin on books

5. The numbers of reports made on some other program events are
inr.dequate to supply valid appraisals of these programs. This ob-
servation is especially true of any program rated "5.0" by a single
observer, in some cases the sponsor of the program he rated.
Among such programs are the following:

The Northeastern High School Concert
The High School Choral Festival
Trips to the Art Museum and the Zoo
"Conversationet classes in

French Art
Michigan History
Folk Art
Art Appreciation
Sculpture, Painting, and Design

Of equally doubtful value are the ratings on three program events
receiving ratings between "3.0" andn4.0." Whether these compara-
tively poor ratings were due to the fact that the artist lacked ex..
perience before school-aged audiences (each of these programs was
offered only once), to the intrinsic lack of merit of the program it-
self, or to a bias of the rating teacher is not known. The following

programs received the lowest ratings:

Musical programs by Clark
Artist demonstration by Owens
"Conversations" class in "Appreciating Symphonic Music"

On the basis of the above mentioned facts, it is recommended that further
evaluative data be obtained before a decision be made regarding the reten-
tion of these programs in the CEP. It is however, the opinion of the
evaluator that the two school-produced programs, the Northeastern High
School Concert and the High School Choral Festival, offer such unique
opportunities for both active and passive participation by pupils that
they, or similar programs, should be retained in the project, and that
more programs of this type should be offered.

-312..
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6. Certain programs received composite ratings of "4.0" through
"4.2." While these are "high" ratings, they are relatively low
in comparison with those given other program events. These
programs are the following:

The Ka llas Trio
Recitals of Josephine Love
Artist demonstration by Gillerrnan

Visits to the Wayne State University Community Arts Center
"Conversations" class in "Literature"
Miscellaneous trips

The continuance of these programs is given qualified recommenda-
tion, with the suggestion that their strengths and weaknesses be
studied with the purpose of increasing their value to pupils.

7. Other recommendations, based on an analysis of the program
offerings rather than on the evaluative data, are the following:

a. That inner-city school children have the opportunity
to find meaningful cultural enrichment through trips to
farms having domestic animals

b. That the CEP program be expanded to include more
program events of a literary nature. The "Poetry
Circuit" program planned for the year 1966-67 is a step
in the recommended direction.

c. That CEP funds be used to set up exhibits of pupil work
produced under the aegis of the CEP after-school pro-

. . ..

gram. (A combination of an arts and crafts exhibit
with musical, dance, and/or dramatic programs pre-
sented by inner-city pupils could serve to raise self
concepts, show the public some of the', products of
ESEA Title I funds, and provide enriching experiences
for both pupils and adults. )

8. It might be noted that a study of the effectiveness of another pro-
ject, the Tri-Area Integration Project, involving about 50 schools
in the Mackenzie, Mumford, ani Pershing constellations, investi-
gated the effectiveness of various extra services in meeting the objec-
tives of the project. The responses of teachers and administra-
tors in these schools rated the teacher aides and cultural enrich-
ment experiences as being the greatest contributors to the ob-
jectives of maintaining the integrated character of the neighborhoods

-313.
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supplying high quality education, providing additional learn-
ing experiences, and developing harmonious school-community
relationships. In the same study over 50 percent of presidents
of school organizations and of. lay members of the Tri-Area
Integration Project school committees said that the CEP was of
great or very great importance in providing educational opportun-
ities for pupils.
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Process Evaluation

The preceding account of teachers' appraisals of individual program events
sponsored by the Cultural Enrichment Project attests to both the magni-
tude and the excellence of this phase of the project. The paucity of nega-
tive criticism on the report forms shows that the programs were well
received by both staff members and pupils. Both the selection of the
program events and the administering of this phase of the program has,
on the whole, been successful, as is shown in Table I.

There are, however, certain additional data contained in Tables II and III
of this report that should be carefully scrutinized before plans are made
for next year. The Process Evaluation which follows deals with three
phases: (1) the scope of evaluation, (2) the distribution of program
events, and (3) the participation by parochial schools. Suggestions are
made, even though the data on which they are based are admittedly in-
complete.

ss_us of Evaluation

The scope of evaluation is limited in that it does not get reactions directly
from pupils. Teachers' iudgments and imprenP -Nns are valuable, but they
are not necessarily a reflection of pupils' valu. Furthermore, the
evaluations and reports of pupil attendance are incomplete. Reports have
been received from about 90 percent of the schools participating in all
individual program events. While this is a high percentage of returns,
some method should be derived for obtaining reports from all teachers
accompanying pupils to program events. The appraisal forms must be
revised to include a statement of numbers of pupils from other public
and parochial schools, as well as the numbers from the ho3t school.

Continuing evaluation was such that, while the programs were being pre-
sented, teachers' criticisms and suggestions for improvement ofindivid-
ual program events were transmitted to the supervisors of the different
types of events. Subsequent conferences with the artists resulted in im-
provements in their programs. Likewise, the evaluator's recommenda-
tions to the project coordinator and to the directing committee resulted
in some changes in operational procedures and in amelioration of some
of the inequities of distribution of programs.

Distribution of Program Events in Public Schools

Inspection of Tables II and III reveals different types of difficulties in
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distribution of program events. Among the 137 elementary, 24 junior
high, and 15 senior high schools listed as being project schools, 48
elementary, 4 junior high, and 3 senior high schools did not report
any participation in major program events; 45, 3, and 2 schools in
these categories did not report any participation whatsoever by their
pupils. On the other hand, 15 elementary, 11 junior high, and 8 senior
high schools reported participation in 4 to 7 major events. In terms of
ratios of participating pupils to school enrollments, the elementary
schools' ratio was under .21 for 83 schools and over .80 for 12 schools;
among the junior high schools, the ratio was under .21 for 4 schools
and over .80 for 10 schools; among the senior high schools, the ratio
was under .21 for 4 schools and over .80 for 5 schools.
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r,

q-1

Total 137 24 15 26 202

*For the purpose of this analysis the total enrollment was
that printed in Detroit PUblic Schools Directory, 1965-66.
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Ttble II

Frequencies with Uhich Schools Reported Participation
of Thirty or More Pupils in hvgram Events of

the Cultural Enrichment Project

O. of Number of Schools Itenorting Participation
Events Elem. Juniorli.§1.1.10Lor High Parochial Total

0 t8 4 3 55
1 41 3 1 20 65
2 17 3 2 1 23
3 16 3 1 3 23
4 11 2 3 1 17
5 1 7 3 11
6 3 2 5
7 2 1 3

Total 137 ----g--715 202

Table III

Ratios of Pupils Participating in Program Events of the Cultural
Ebrichment Project to Total School Enrollments*

RatiOinterva-tiumber-On-chools Reentins,
in Nrcents Elem. Junior Hi;h Senior Ri h Parochial Total

0 % 45

1-10 18
11-20 20
21-30 6
31-40 9
41-50 5
5140 10
61-70 5
71-80 2
81-90 7
91-1C0

Over 100 4
Unknoun 5

3

3.

2

2
2
3.

2
3.

1

1

3

50

19
22

7
11
6
12

10

3
8

3 1 5

7 3 14

2 2 26 35
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These figures and other related information point out several planning
needs:

1. Presentation of more program events for the younger pupils

2. Persuasion of more principals to request program events

3. Provision for pupils in schools which lack adequate
facilities to participate in program events offered in
buildings having better facilities

In conjunction with the fact that a large number of project shools partici-
pated to only a slight degree in program events, it might be noted that
teachers' evaluation reports indicated participation by non-project schools
in program events as follows:

Program Event No. Of Schools No of Pupils

K. Britten 1 155
String Ensemble 1 173
Artist Demonstration 1 177

"Just-So Stories" 24 1650
"Old Maid and the Thief" 1 1600
"Man Who Married a Dumb Wife" 11 7143
Proctor's Puppets 2 387

The principal cost of the program "Just-So Stories" was that of trans-
porting pupils to the program. While 1650 pupils in non-project schools
were bused to this program, the transportation cost of these pupils was
not charged to the project. The play "The Man Who Married a Dumb
Wife" was produced in all non-project schools to fill open production
dates caused by the inadequate facilities in project schools.

Participation of Non-Public Schools

Tabulations of teacher evaluation reports indicate that about 7000 non-
public school children attended individual program events, including
trips, concerts outside school buildings, and performances given in
either public or parochial school buildings. This figure is approximately
7 percent of the total number of public participants. Furthermore,
among the 68 listed parochial project schools, only 19 schools reported
pupil participation, although reports of pupil participation were received
from six parochial schools which were not listed as project schools.
Written comments emanating from some of the public schools indicate

-318-



Detroit
Page 17

that, although 20 percent of the auditorium seating capacity had been re-
served for non-public school pupils, the seats thus reserved were not
used.

These facts elicit the following comments and suggestions:

1. There is need for a better method of communication, both
in the issuance and accertance of invitations, for parochial
school pupils to attend events in public school buildings.

2. More program events might well be scheduled in parochial
schools having adequate facilities for their presentation. While
it is not practical to present a symphony orchestra or a play
in a school without an auditorium, there are other program
events which ttould be offered in large classrooms or gym-
nasiums.

3. A comparison of teacher appraisal reports received with the
program.events schedule for parochial schools reveals the
fact that no appraisal and attendance report was received
for seven of the scheduled events. As with the public schools,
efforts should be made to obtain reports from all the adults
accompanying pupils to program events.

4. If the non-pu.blic schools wish to participate in CEP program
events, some of the responsibility of obtaining wider participa-
tion from more schools rests with the parochial schools them-
selves, as well as with the project coordinator.

Cost Analysis

Costs as Related to Benefits Its. cE;ted

The report has shown thus far that teachers rated almost all of the program
events as having high education, entertainment, and interest values and
strongly recommended that they be repeated. These recommendations were
made without consideration of the costs of the events. However, cost--both
total and per pupil--should be considered in the evaluation of the program
of the past year and in the planning for the present year. The discussion
whic follows deals with the cost of each program event.

Table IV gives, for each program event, the estimated numbers of participat-
ing pupils (allowing for participants not included in teacher appraisal reports),
the total cost of the event (as reported by the Special Projects office and
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adjusted to include the estimated cost of busing project pupils), and the es-
timated cost per participating pupil. The costs included in this table do
not include administrative and overhead costs for the entire CEP. The
composite ratings given by teachers (Table I) are included in Table IV so
that the estimated cost per pupil may be compared with the teachers'
appraisal of the value of each program event.



TABLE IV

Cost and Appraisal Data on Individual Project Events

of the Cultural Enrichment Project

Program Event
Composite
Teachers'
Rating

EstimEted
No. of PuPils
Particinatin

Events
Ashby Trio 4.7 4,745
Brass Ensemble 4.9 5,655
Ray Britten 4.3 2,830
R. Clark 3.0 14140

Detroit Symphony Orchestra 4.9 15,175
Kali= Trio 4.1 345
Josephine Love 3,810

String Ensemble 4.8 7,155

Woodwind Ensemble 4.6 7,370

Concerts
Detroit Symphony Concert 4.9 1.20

Folk Dance Festival 4.9 332
All City Honors Choir 4.6 29
Jeve ll Chorale 4.3 300

NE High School Concert 5.0 870

High Schco3. Choral Festival 5.0 54

Sham Chorale 1.50
Walters Concert 3.8 100
Warfield Concert 150

Artist Demonstrations
Bostic and Commentator 4.5 130
Brackett and Commentator 4.6 1,870
Gi13.erman and Comtentator 4.2 2,035
Graves and Commentator 4.5 1,165
McGee and Commentator 4.9 1,330
Mindener and Commentator 4.9 910

Owen and Coramentator 3.0 1440

Quinlan and Commentator 4.6 470
Wald and Comnentator 4.6 1,010

Drama
"Just-So Stories" 4.7 11,804

Milan Theater Productions 4.7 27,550
"Old 1.:aid and The Thief" 4.8 6,66o

Proctor's Puppets 4.9 4,890

"Young Tom Edison" 4.7 345

r321-

Detroit
Page 19

----Total Estimated
Cost of Cost Per

Events Puii

4 2,5c0 $ .32

3,4oco . .53

300 .3.3.
30 .07

90,CCO 5.90
65 .3.9
690 .18

3,125 44
4,660 .63

180a 1.50

3C0a 1.00

300a 2.00
150 1.50
150a 1,,C0

75
450 .24
300 .15
550 .47
375 .28
3co .33

75 .17
225 .48
300 .30

6,656! .75

1713968a 6.25

3,250 .49

425 .09

493c 1.43
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TABLE IV (Continued)

Cost and Appraisal Data on Individual Project Events
of the Cultural Enrichment Project

Compositlimatia Toarfiiimmted
Program Event Teacheralft. of Pupils Cost of Cost Per

PlatulALIEILEDIELM....Wnts

Trips
Art Instutute 5.0 60 $ 330 $ .55
Children's Husain 4.5 25 350 1.40
Cranbrook 4.7 310 4c0e 1.30

Greenfield Village 4.5 380 3c0c .79
Historical. Museum
WSU Community Arts Building

4.6
4.1

215

585
2750 .81

3150 54
Detroit Zoological Garden
Miscellaneous

5.0 340
430

1350 .140

2450 .57

Comversations Programs
(12 progranm for 30 ppils
each,6 sessions eadh program) 360 10,000 28.00

(1.1i0 yer (4.68 vet.
session) session)

French Art 5.0

Michigan History 5.0

Folk Art 5.0
Art Appreciation 5.0
Books 4.5
Sculpture, Paintirg and Design 5.0
Literature 4.2

Symphonic Music 3.7

Miscellaneous
"Were You There 4.6 3.75 87.5e .50

aA ccurate data on attendance at these program's are not available. Since
some pupils did not use the tickets they were given, the per-pupil costs
are higher than the reported estimated costs, which correspond to prices
paid for tickets.

It hese events were not charged to the Cultural Enrichment Project.

CTotal cost includes estimated busing cost for transporting project school
school pupils.

dTotal cost does not include the cost of equipment to which the Board of
Education retains title.
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Costs as Related to Other Factors

Analyses of costs per pupil reveal that some of the costs are high--
higher in some cases than the cost of sending pupils directly to plays
and concerts presented in commercial theaters and concert halls. On
the basis of cost alone, it would be advisable to purchase and distribute
to the pupils free tickets to plays and concerts. There are, however,
other considerations besides those of cost. Some of these considera-
tions are listed below.

1. If the large majority of pupils is to be exposed to a culturally
enriching experience, the experience must be brought to the
pupils in school during the school day.

a. Experience has shown that many free tickets are not used,
even though the recipients are carefully selected and have
requested the tickets.

b. The lateness of the hour and the location of the presenta-
tion of plays and concerts makes it inadvisable to give
tickets for evening performances to any but the older and
more mature high school pupils.

c. The voluntary aspect of using a free ticket weakens the
whole CEP program. Many pupils who live in the inner
city do not have the cultural perceptions which would
make them want to give up their leisure occupations to
go to a concert or play. These perceptions must be
inculcated in the school.

d. Tickets to symphonic concerts and to good plays are
often at a premium. For example, almost all seats to
concerts by the symphony orchestra are sold to season
ticket holders and sponsors of the orchestra.

2. Concerts and plays offered for the general public are attuned to a
more sophisticated audience than school pupils. The development
of perceptions and appreciations must have explanation to accompany
the event. Therein lies their educational value.

3. Certain types of programs, especially those for elementary school
children, require an intimate setting. Questions and group dis-
cussions cannot be efficiently handled in a large auditorium.
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Recommendations Related to Costs

With these and other considerations in mind, the following recommcnda-
dons are made:

1. Since the pupil costs of the touring theater group ($6.25 per pupil)
and the symphony orchestra ($5. 90 per pupil) are high, the values
of these programs should be reappraised in terms of the objec-
tives of the project. If it is decided to retain them in the CEP,
effort should be made to reduce the pupil cost by more efficient
use of existing facilities. The following suggestions are made
to accomplish this:

t
Ia. The scheduling of the programs in the auditoriums of high

schools, with pupils bused from their own schools. Under
this plan no rental would be paid for the use of auditoriums,
and pupils in nearby schools could walk from their schools.

b. Establishing and abiding by a firm rule that schools in-
vited to send pupils to view a program accept or reject the
invitation within a specified period of time. If the invitation
is rejected, another school could be invited to participate.
If the invitation is accepted but pupils are not sent to the
program, the defaulting school would be considered as
having participated, thus reducing its quota of events.

The costs of the "Conversations" programs per pupil per session
c-ar e high. Seventy-two sessions conducted at a cost of $10,000

means that each session costs about $140. (Public school L.

teachers receive less than $6.00 per hour for teaching in even-
ing schools, and consultants' fees are from $50 to $100 per day. )
A reappraisal of this series of program events is recommended
to determine its values in terms of pupil benefits. It is possible
that equal benefits might be derived at a smaller cost by the
use of competent staff members from the schools or the univer-
sities in Detroit.

Conclusion

The product evaluation of the CEP has shown that the directing committee
and the viewing teachers consider that the program events offered by the
CEP had high educational and entertainment values and that they held pupils'
interests. Lacking in the product evaluation are data on pupils' reactions
to the program events. (This weakness should be corrected in the evalua-
tion of the 1966-67 project.)
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The process evaluation shows the need for more accurate and complete

reporting of pupil participation in each event, the need for better coordina-

tion of public and parochial school planning and attendance at program

events, the need for more programs for elementary school children, and

the need for more efficient scheduling of high cost programs (perhaps

in large auditoriums in the schools) so that wider pupil participation may

be obtained at relatively small increases in the total costs.

Considering the gargantuan task of coordinating the activities in a develop-

ing program, of dealing with performers, school people, the directing

committee, and the coordinators of programs--the administration of the

entire CEP has been remarkably efficient. There is, however, room

for improvement in the quality of some of the program events and in the

administration of the program as a whole. It is expected that with the

experience gained in 1965-66, with more time for planning, and with

improved coordination among the CEP and other ESEA, Title I, projects,

the program will be improved considerably in 1966-67.

It still remains to be determined what long-range effects the program

will have on pupils' attitudes and behaviors.
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Case Study IV

EVALUATION OF THE PRESCHOOL PRCGRAM

LOS ANGELES CITY SCHOOL DISTRICTS

Spring Semester, 1966



INTRODUCTION

The Elementary and Secondary Education Act projects in the Los Angeles
City School Districts included eleven elementary, twenty-five secondary,
six special education, one urban affairs, and four auxiliary services.
Projects were divided into activities wh1ch were evaluated an( reported
on separately. In interpreting the evaluations, the reader should consider
that the projects were operative for no more than five months.

Each activity report has a similar format, and each activity has a code

designator assigned. The code designator relates the activity to instru-
ments used in the evaluation.

The activity report format is outlined below:

1.00 Description
2.00 Objectives
3.00 Implementation

3.10 Duration of Project and Number of Schools
3.20 Pupils
3.30 Non-Public School Pupils
3.40 Activities

3.41 Staff Activities
3.42 Pupil Activities

3.50 Specialized Materials, Supplies, and Equipment
3.60 Personnel and Logistical Problems

4.00 Evaluation
4.10 Design
4.20 Attainment of Objectives

4.21 First Objective
4.22 Second Objective
4.23 Third Objective

4.30 Outcomes
5.00 Conclusions
6.00 Recommendations

Under section 3. 00, Implementation, any sub-section not a part of the
report is omitted, but the numbering sequence is retained. Under sec-
tion 4.20, data relating to each objective are summarized and analyzed.
The cycle is repeated to evaluate each design objective.

The detailed project design for each activity report is included in Addendum
A. Supplemental data may be found in Addendum B.
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Computer services were sub-contracted to the Computer Sciences Labora-
tory of the University of Southern California and performed on the Honey-
well H-800. Statistical programs written by consultants of the Office
of Research and Development, and the HILOW and MOWI programs
furnished by the Computer Science Laboratory were used.
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PRE-SCHOOL - II AND IV
ESEA - 19-520-02-0014 AND 19-520-0016

1.00 DESCRIPTION

The Project II Pre-School Program established a pre-school class in
each of 14 schools. The pre-school component of ProjectIV provided20
classes in 19 schoels. The classes were limited to an enrollment of
15 pupils and were scheduled daily from 9:00 a.m. to 11:30 a.m. or
from 12:30 p.m. to 3:00 p.m. The program was directed toward ex-
tending and enriching the experiential background of the pupils in order
to enable them to better adjust to and succeed in school.

2.00 OBJECTIVES

-To increase children's speaking and listening skills prior to their
entry into grade 1

-To help children learn to play and work together in a social
situation.

-To teach children to care for themselves, their personal needs,
and their possessions in a group setting

-To enhance the pupil's opportunity for immediate success upon
entering gradel

-To provide pupils and parents with supplemental services

-To provide teachers with special materials, equipment, and in-
service education

3.00 IMPLEMENTATION

.3.10 Duration of Project and Number of Schools
...

The project was in operation from January 31 through June 17, 1966,
with programs conducted at 14 Project II and 19 Project IV schools.

3.20 Pupils

The Project II Pre-School Program enrolled 208 children, and the pre-
school component of Project IV served 297 children. The children were
selected for the program on the basis of applications by their parents.
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An enrollment procedure similar to that required for kindergarten
pupils was utilized and supplemented by a parent-teacher conference.
Eligibility for enrollment was also limited to pupils who would have
been eligible to enroll in kindergarten for the 1966 fall semester. The
classes were established with 15 pupils each under the direction of a
qualified teacher. Paid teacher aides and volunteers, including
parents, were used to maintain a ratio of one adult to five children. A
concerted effort was made to encourage the visitation and participation
of parents.

3.40 Activities

3.41 Staff Activities

Six clays of training for the teachers were scheduled prior to the
implementation of the pre-school program in the schools. The
pre-service series included an overview of the program, a consid-
eration of the developmental characteristics of pre-school children
and the implications for the program, suggestions for organization
and planning, and information pertaining to the administration of
the program. 1n-service education meetings were held monthly by
the pre-school consultants to assist the teacher in implementing
the program.

The afternoon or second half of the teacher's day was utilized to
plan and to extend the classroom program. Activities included
specific planning for the next day, home visitations, individual
pupil a.Acl parent conferences, group meetings with parents, main-
tenance of anecdotal records and records of daily activities, and
acquisition of supplies and materials.

3.42 Pupil .Activities

The pre-school program was centered on pupil activities which en-
couraged the development of perceptual-motor skills, appropriate
social-emotional behavior, and a readiness for successful intellec-
tual-academic behavior. The unique experiences which were pro-
vided for the pupils included observing and caring for plants and
animals, participating in dramatic representation in the playhouse
center, manipulating puppets, using a toy telephone, wheel toys,
and playground equipment, singing and listening to music, explor-
ing art media, looking at books and listening to stories, and viewing

films and listening to records and tape recording.,
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3.50 S ecialized Materials, Supplies, and Equipment

Both Project II and Project IV schools received an allotment of con-
sumable and non7consumable supplies including such items as balls,
tempera paint, construction paper, paste, crayons, scissors, puzzles,
dolls, and records. The Project II classes also received basic equip-
ment which included bookcases, chairs, tables, easels, tape recorders,
and autoharps. The school library made available picture and story
books.

3.60 Personnel and Logistical Problems

Personnel problems included securing replacements for teachers
assigned to these projects, the lack of paid aides, and the difficulty in
obtaining and retaining reliable volunteer aides. Locictical problems
included the late arrival of supplies and equipment and the lack of ad-
equate classroom facilities and playground space in some schools. The
lack of paid or volunteer aides was resolved in many instances by the
use of interested parent volunteers. The lack of classrooms was
resolved by organizing pre-school classes on a morning and afternoon
basis with two teachers sharing one room.

4.00 EVALUATION

4.10 Design

Project objectives were evaluated according to the following variables:
standard pronunciation of words, oral expression of ideas, number of
critical incidents , self-care and hygiene, development of school readi-
ness , parent reactions, and staff evaluation of the overall effectiveness
of the program.

The following instruments were employed to collect information on the

variables:

-Form E4A appraised pupil behavior and progress.

-Form E4B assessed pupil's physical-motor development.

-Form E4C appraised administrative opinion of the program's
effectiveness.

-Form E4D appraised teacher-consultant opinion of the program's
effectiveness.
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- Form E4E secured teacher opinions of the program's effectivness.

- Form E4F sampled parent reactions to the program.

-Peabody Picture Vocabulary Test assessed pupil readiness for
school.

- Vineland Social Maturity Scale gathered data from parents.

4 20 Attainment of Obiectives

4.21 Objective: To increase children's speaking and listening
skills prior to their entry into grade 1.

4.22 Objective: To help children learn to play and work together
in a social situation.

4.23 Objective: To teach children to care for themselves, their
personal needs, and their possessions in a group
setting.

Information in Table A is based upon a teacher rating scale which com-
pares pupil growth in relation to the above objectives.

Teacher ratings indicated that pupils showed improvement in speaking
and listening skills, in social and emotional development, and in
personal-emotional development. Analysis of mean differences from
pre-and post-tests was significant at the . 01 level.
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TABLE A

Mean Scores of Teacher Ratings
Item Pre Post

Child recognizes major body parts 3.5 4.1*

Child responds verbally to questions during conversation 3.2 37*

Child responds non-verbally to questions during
c onversation

2.5 2.3

Child pronounces.words correctly 3.1 3.5*

Child asks questions which imply an understanding of
what has been explained

2.7 33*

Child speaks freely and is able to verbalize a need 3.3 3.8*

Child uses words correctly in terms of their meanings 3.2 3.7*

Child is able to reach an amicable agreement withanother
child regarding shared use of equipment and materials

2.9 3.4*

Child takes active part in group activities 3.4 3.9*

Child is aware of space limitations, i.e. pouring
liquid into vessels or loading blocks on e cart

3.2 3. 9*

Child seeks out another activity following a peer conflict
decided in favor of another child by the teacher

2.8 3.4*

Child willingly acts upon teacher requests 3.5 3.8*

Child initiates conve:zsational exchanges with adults 2. 9 34*

Child requires no assistance in restroom activities 2.5 2. 6

Child utilizes alternative approach when initial method
of problem solving proves insufficient

2. 9 33*

*t-score si nificant at the 01 level
Table A is based on Form E4A
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4.24 Objective: To enhance pupils' opportunities for immediate
success upon entering grade 1.

The Peabody Picture Vocabulary Test was administered in a pre- and
post-test situation in order to obtain intelligence test scores. Form
E4B was also administered on a pre- and post-basis to gather data
dealing with the psychomotor development of the pupils. The Vineland
Social Maturity Scale was administered by counselors to the parents of
the pupils in six randomly selected schools. Results of this scale
were interpreted for teachers by counselors in order to assist them
in meeting the individual needs of the pupils.

Results of the Peabody Picture Vocabulary Test and Psychomotor
Development Test (Form E4B) indicated that pupils made improvement
in school readiness. The mean of the pre Peabody Picture Vocabu-
lary test was 36.7 and the mean of the post test was 47.5. Difference
between the means was significant at the .01 level. The mean of the
pre Psychomotor Test was 4.8 and the mean of the post test was 7.0.
Analysis by t test indicated significance at the .01 level.

4.25 Objective: To provide pupils and parents with supplemental
services.

Table B shows parent reactions to the effectiveness of the program.
Ninety-five percent of the parents stated that their children learned
"quite a bit" or "a great deal" in the pre-school class; 99 percent said
that the program should be continued.



Los Angeles
Page 9

TABLE B

Parent Reaction To The Program

Almost
None

Very
Little

A Fair
Amount

Quite
a Bit

I A Great
Deal

f % f %f %f % f %
.

Did your child show in-
terest in the program? 0 0 3 1 20 5 153 38 243 56

Did your child learn
from the class? 0 0 0 0 21 5 120 30 279 65

Should the class be
continued?

Yes
f %

No Not Sure
f

419 99 1 1 0 0

Table B is based on Form E4F , items 1,2, and 3. N=420

4.26 Objective: To provide teachers with special materials, equipment,
and in-service education.

Table C shows how teachers rated the availability of supplies, equip-
ment, audio-visual materials, and consultant time. Teacher com-
rnents indicated that supplies and equipment were not available at the
onset of the program. Twenty-two of thirty-eight teachers indicated
that equipment at their disposal was sufficient.
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TABLE C

Teacher Evaluation

Scale from 1 to 5
Supplies Equipment
f % f %

Insufficient 1 2 5 7 18

2 6 16 9 25

3 8 21 7 18

4 10 26 5 12

Sufficient 5 12 32 10 26
Table C is based on Form E4E.

Audio-visual 'Consultant
Materials Time

f To

3 8

7 18

6 16

6 16

16 42 24 63

f %

1 3

2 5

3 8

8 21

Table D reveals that the principals' evaluation of the availability
of equipment, supplies, clerical time, and consultant time re-
flected a wide range of opinions about the sufficiency or insuffi-
ciency of the items. The principal comments indicated that
supplies and equipment were insufficient at the onset of the pro-
gram.

TABLE D

Principal Evaluation

Clerical Consultant
Supplies Equipment Time Time

Scale from 1 to 5 f % i
Insufficient 1 7 19 7

2 4 11 5

3 10 28 9

4 4 11 2

Sufficient 5 11 31 13

% f % i %

19 6

14 5

25 13

6 5

36 7
Table D is based on Form E4C, Item 4.
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4.27 Supplemental Data Based on Form E4C, E4D, E4E, and E4F.

Of the 36 principals, 30 evaluated the overall effectiveness of the
program as "highly effective" and six evaluated it as "effective. "
Principal ratings indicated the program should be continued and
expanded. Parents, pre-school teachers, and other teachers on
the staff were positive about the program. Pupil and community
attitudes toward the program were also highly positive. The

attitude of other teachers not assigned to the Pre-School Program
was positive.

4. 30 Outcomes

Parents indicated that their children had made improvement. The

questionnaire showed that 419 of the 420 parents felt the project should
be continued.

Teacher ratings revealed that pupils made significant progress. Tea-
chers also indicated satisfaction with the project and strongly recom-
mended its continuation.

Principals endorsed the program with enthusiasm.

5. 00 CONCLUSION

The Pre-School Program helped pupils develop listening and speaking
skills, learn how to play and work together, and learn how to care for
themselves and for their possessions in a group setting.

Evidence indicated that the program enhanced to a significant degree

a pupil's potential for success in the first grade.

Parents and school staffs indicated satisfaction with the project and
recommended its continuation.

6. 00 RECOMMENDATIONS

Extend the in-service education program for teachers and administra
tors to provide understanding of the pre-school program.

Maintain selected cluster groups for purposes of longitudinal study as

pupils progress through kindergarten and higher grades.

Recruit volunteer aides giving careful consideration to motivation and
reliability factors.
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Provisions should be made for designing and constructing classrooms
and related facilicies which would serve the pre-school programs more
adequately.

Provide for the approval and funding of the program in sufficient time
to permit the ordering and delivery of instructional materials prior to
the beginning of the program.
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LOS ANGELES CITY SCHOOL DISTRICT

OFFICE OF RESEARCH AND DEVELOPMENT

(1-2) Pupil's Name

TEACHER RATING SCALE

Last First

(3) Sex: Male Female (4.7) School Code

(8-11) Age: Year Month Teacher's Name

(12-13) Pre Post

Check one of the five categories below for each stateamnt.

(14) Child recognizes major
body .arts.

Not at
all

1.

Very
little
2.

A fair

amount
3.

Quite
a bit

4.

A great
deal
3.

No opportuniq
to observe

6.

1

(IS) Child responds verbally
to questions during
conversation,

(16) Child responds non-
verbally to questions
durinE conversation.

(17) Child pronounces words
correctly.

(18) Child asks questions
which imply an under-
standing of what has
been explained.

(19) Child speaks freely and
is able to varbalize a

---__Afli...--___,

(20) Child uses words*
correctly in terns
of their -,...anin

.

.

(2!) Child is able to reach
an amicable agreement !

with another ckild
i

regarding shared use 1

of equipmeatand ;

mrterials. I

..

.

(22) Child takes fctive
Font In group
actiyitles. ,.......1._

I,

I

E4A

..



(23) Child ?Sawassof
Space iiattations,
1.4.1 pourito

liquid into vessels
ar ioadini, blocks cm

ra t .
(24) Child seeks out

anothur activity
following a peer con-
flict which is decided
in favor of anothkr

600.11 E4Jegf.her. _
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sok 641 Very f A fair r(boteoi A treat opporittti+1
ati tithe; amulet vitt deal to observe.

1 3 .

=o

.00

;

(25) Chi 16 Iki II istoty &as
1....mpol% tetulheiriviufts.:.-

- L .
. ..
i
t(26) ck; id initiates conver-

vaionat eechanys WO.

(2n Child requires no
assistance. in restrocn

.t

(28) (10 14 41 rites tater.-
skakive appreacb she* 1

ini LLA1 'method cf
pnabienN %5141,19 prov4$
11144cf.i5....Jitik

...mi. L 4.

Approved kr. RObert I, Purdy, Associate Suporiutcndent
Diuizit.n of Elorlatary Education

01 MOM

rieNai."6-7-- ...... _- _
1

OFFICE 0? P.*.i:-..'-',,t.CH A 70 DE.7:1! I Or: r I,

at
E tc-,:m vtry Project

1

1

1

;

......r...... ... - - -. . . . . . . . AO. .
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LOS ANGELES CITY SCHOOL DISTRICTS
DIVISION OF ELEMENTARY EDUCATION
Guidance and Counseling Section

SCORING FOR EVALUATION FOR PSYCHOMOTOR DEVELOPMENT
Adapted from Rutgers Drawing Test*

Full Credit: 2 points if both lines are reproduced in a fairly
accurate way. They can bend slightly.

Half Credit: 1 point if only one line is reproduced fairly accurately.

No Score: If the child scribbles, or if he draws a vertical line
in response to the horizontal line stimulus, or if he
draws a horizontal line in response to the vertical
line stimulus.

e a*

Full Credit: 2 poInts. Figure must be approximately round, have
no argles; and lines must meet approximately at one point.

Half Credit: I point. Figure may not be round. It may be oval, etc.,
and it may contain some angles.

Full Credit: 2 points when both arms are of approximately equal length;
are at right angles to each other; and bisect each other
approximately. Ail lines must be firm and straight.

Half Credit: i point when figure resembles model, but when lines are
not straight and when horizontal arm does not bisect
vertical arm, but is above or below the midpoint of the
vertical arm. Angles must be approximately right angles.

Full Credit: 2 points. Angles must be right angles; sides of figures
must be approximately equal and parallel; and lines must
be straight.

Half Credit: I point. Angles must be approximately right angles; sides
may be unequal in length and lines may be somewhat ir-
regular.

Full Credit; 2 points. Lines must be straight; sides must be equal
but may be somewhat longer than the base and base must
be parallel to horizontal lines on test paper.

Half Credit: I point. Lines may be somewhat irregular; sides need
not be equal; one angle may be a right angle, or one
angle may be somewhat rounded.

:.349-
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FulLiszat.: 2 points. Figure must be drawn in the approximate
position of the model, the angles must be approximately
equal as must the lower sides.

'Half Credit: I point. Figure must be distinguishable from a square
It must be in approximate position of the model; one
set of angles may not be opposite each other; and upper
and lower sides of figure may not be equal.

Derivation of Scoring Norms
Adapted from Rutgers Drawing Test

C.A. Median

IV0 2

IV-I 3

IV-2 4

IV-3 4

IV-4 . 5

IV-5 6

IV-6 7

IV-7 8

1V-8 a

IV-9 9

IV-10 9

IV-11 10

V-0 /

V-1 12

V-2 12

Report the child's score as the number of points successfully achieved.

If you want to relate this information to the teacher, you can make a
comparison of the child's score with the median that corresponds to the
chronological age. For example, if the child scores five points, his
score would be comparable with the median score of a child IV-4.

* Taken from the Training School Bulletin, may, 1952, Volume 49, No. 3,
by the Los Angeles County Superintendent of Schools, Division of
Research and Guidance.

FG:rnc
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LOS ANGELES CITY SCHOOL DISTRICTS
OFFICE OF RESEARCH AND DEVELOPMENT

PRINCIPAL EVALUATION OF THE PRE-SCHOOL PROGRAM

Principal School

Date

Los Angeles
Page 23

1. Please evaluate the overall effectiveness of the Pre4chool Program which operated

under your direction during'the school year.

Highly Highly

Effective Effective Neutral Ineffective .Ineffective

2. Please estimate the impact of the program upon the pupilb alo participated.

Highly Highly

Effective Effective Neutral Ineffective Ineffective

3. Please evaluate the attitude of the groups identified below toward the Pre-School

program.

Attitudes of Parents Negative Positive

1 2 3 4 5

Attitudes of Pre-School

Teachers Negative Positive

1 2 3 4 5

Attitudes of other Teachers

on staff Negative Positive

1 2 3 4 5

Attitudes of Pupils Negative Positive

1 2 3 4 5

Attitudes of the Community Negative Positive

1 2 3 4 5

4. Please indicate the degree to which the following.items were made available.

a. Allotment of equipment - Insufficient Sufficient

1 3 4 5

b. Allotment of supplies - Insufficient Sufficient

1 2 3 4 5

c. Clerical time - Insufficient Sufficient

1 2 3 4 5

,d. Consultant time - Insufficient Sufficient

1 2 3 4 5

(over)

-351-
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5. Please rate the extent to which.you feel the services of the Consultant benefited
the program.

Minimum Maximum
1 2 3 4 5

I

t

6. What, if any, are the areas of greatest strength or of greatest value in the program?

7. Deyou feel thai the Pre-School Program should be continu,14 at your school?

Yes No

Comment

8. What recommendations do you have to improve the program?

Return to: Office of Research and Development at Emerson Manor, by May 6, 1966

Approved by: Robert J. Purdy, Associate Superintendent
Division of Elementary Education



LOS ANGELES CITY SCHOOL DISTRICTS
OFFICE OF RESEARCH AND DEVELOPMENT

CONSULTANT EVALUATION OF THE FRE-SCHOOL PROGRAM

Consultant School

Date

Los Angeles
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1. Please indicate on the 5 point scale below the extent to which you feel the program
has been successful in meeting the needs of the pupils.

1

Minimdm HAWAIMM
1 2 3 4 5

2. Please evaluate the effectiveness of the pre-service training as an aid to the
teachers in the program.

Highly Highly

Effective Effective Neutral Ineffective Ineffective

3. Please indicate the extent to which conference time with teachers was made available.

Insufficient Sufficient

1 2 3 4 5

4. Please rate the extent to -which you feel the travel involved within the geographical
boundaries of your assignment affected the program.

Minimum Maximum
1 2 3 4 5

S. What, if any, are the areas of greatest strength or of greatest value in the program?

+1'

6. What recommendations do you have to improve the program?

Return to: Office of Research an4 Develcpmcnt at Emerson Manor, by May 6,.1966

Approved by: Robert J. Furdy, Associate Superintendent
Division of Elementary Education

E 4^
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LOS ANGELES CITY SCHOOL DISTRICTS
OFFICE OF RESEARCH AND DEVELOPMENT

TEACHER EVALUATION OF THE PRE-SCHOOL PROGRAM

School

Los Angeles
Page 27

Morning Afternoon Date

Please complete this questionnaire on the basis of your experience in the Pre-School

Program during the 1965-1966 school year.

individuals will not be identified in this tudy

1. Years of teaching experience

Under 1 1-3 3-6 6-10 Over 10

2. Please indicate on a 5 point scale the extent to which you feel the program has been

successful in meeting the needs of the pupils.

minimum Maximum

1 2 3 4 5

3. Please indicate the extent to which the following were made available to you.

a. Supplies Insufficient

b. Equipment Insufficient

c. Audio-visual Insufficient

materials

d. Consultant time Insufficient

1 2 3 4 5

2 3 4 5

1 2 3 4 5

1 2 3 4 5

4. Please indicate how you feel the pupils were selected.

This selection of pupils wte:

Inappropriate
1 2 3 4 5

S. Please indicate the extent of parent contact.

Sufficient

Sufficient

Sufficient

Sufficient

Appropriate

None Very A fair Quite A great

at all little amount a bit deal

aro

3.511-355-
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6. Please in4icate the extnt to which the consultant has provided assistance with:

Ideas: Minimum Maximum
1 2 3 4 5

Materials: Minimum Meximum
1 2 3 4 5

Techniques: Mlnimum Maximum

Environment: Winimum

1 2 3 4 5

Maximum .

7. What, if any, are the areas of greatest strength or of greatest value?

MINNIENN

6. Wbat recommendations, ff any, do you have to improve the program?

RETURN TO:
OFFICE OF
RESEARCH AND DEVELOPMENT
at EMERSON MANOR

IV: MAY 6. 1966

Approved by: Robert J. Purdy
Associate Superintendent
Division of Elementary Educatiod

L4E

.456-



LOS ANGELES CITY SCHOOL DISTRICTS

OFFICE OF RESEARCH AND DEVELOPMENT

May 6, 1966

Dear Parent:

'Los Angeles
Page 29

The Los Angeles City Schools have provided classes for pre-schoolers.
We are pleased that your child has had an opportunity to participate in
the program.

Please help us to evaluate the program by answering the questions
listed below. Please have your child return this letter to his teacher
as soon as possible.

Thank you

1. Did your child show interest in the program? (Check one)

Almost Very A fair Quite A great
none little amount a bit deal

2. Did your child learn from the class? (Check one)

Not Very A fair Ouite A great
at all little amount a bit deal

3. Should the classes be continued next year? (Check one)

No Not sure Yes

4. Would you like to write some comments or suggestions?

,



Case Study V

EVALUATION OF

A PROGRAM FOR DEVELOPING SPEECH AND LANGUAGE SKILLS IN

THE EDUCATIONALLY DEPRIVED CHILD THROUGH THE UTILIZATION OF

THE SPECIALIZED TRAINING OF SPEECH THERAPISTS

MILWAUKEE PUBLIC SCHOOLS



INTRODUCTION

This project, organized and conducted by the Milwaukee Public

Schools, Division of Currict.lum and Instruction, Department of

Special Education (Speech Therapy), is funded under Title I of the

Elementary and Secondary Education Act of 1965 and is set up to

serve children in primary classes from disadvantaged homes who

are encountering an oral verbal language delay. The evaluation of

the operation of the first semester's program was conducted by the

Department of Psychological Services and Educational Research of

the Milwaukee Public Schools.

The general purpose of the project is to increase the verbal and

conceptual ability of educationally disadvantaged pupils by developing

speech and oral language skills through the utilization of the special-

ized training of speech therapists.

Dates of Inception and Conclusion

The planning for this project began in October of 1965 before

the research associate was employed and assigned to evaluate the

project. The actual operation of the project began on February 3,

1966, and the portion of the project described in this report con-

cluded at the end of the semester, June 10, 1966. The project is

being continued during the current school year. The same person

-361-
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who directed the evaluation activities during the first seme3ter is re .

sponsible for the evaluation of the current operation.

The report which follows describes specific activities of the

research person assigned to the project and includes a description of

the design of the research study, a description of the sample selection

procedures, a discussion of the data collection plan and procedures,

and a brief description of methods used to analyze the data collected

and report results to staff personnel and other interested persons.

There will be an emphasis on the role and function of the research

associate in these activities.

Population Served by the Project

This project was carried on in seven elementary schools involving

17 classes with a total of 532 children, ages 6-8, with a grade level of

P1 through P4. Five of the seven schools were located in predominantly

Negro neighborhoods, and two were situated in predominantly Spanish-

speaking communities.

RESPONSIBILITIES OF PROJECT PERSONNEL

lansch Therapists

Project therapists were not in the main concerned with the con-

ventional type of speech problems, such as articulation and pathology.

These problems remained the responsibility of the school's regularly

-362-
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assigned speech therapist. The primary responsibility of the project

therapists was to work with pupils on an intensive basis. Their work

included speech and language evaluation, preparation of materials and

planning of activities for speech and language stimulation, and compila-

tion of materials and development of techniques found to be especially

suitable in working with this type of child.

Project Director

The function of the project director was to administer the pro-

ject as to selection a schools, classes, and project staff personnel.

In addition to supervision of project activity she had the responsibility

for in-service orientation of the project staff, for the ordering of

supplies, and for the writing of summary reports and budgets as

required.

Research Associate

Basic functions of the research associate included designing a

research and evaluation plan for the project, establishing procedures

and a timetable for data collection, and collecting data and preparing

evaluative instruments as required to be used by project personnel

in the evaluation of the project. In addition, her responsibilities

included maintaining a close working relationship with all project

personnel (especially the director and four project therapists), the

writing of an interim or status report in April 1966, continuous
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feedback of information as to the status of the evaluation plan, final

analysis of data collected, and the writing of a summary report on

the results of the analysis of data in the project. Copies of the final

report were forwarded to state and federal authorities as required

and to other interested persons as requested.

EVALUATION

Initial Planning of Evaluation Procedures

As the first step in a sequence of evaluation procedures, the

research associate arranged a meeting with the project director to

discuss the general aims and goals of the project and to become

more familiar with specific objectives as well as operational pro-

cedures. The research associate studied all of the objectives and,

when necessary, restructured the objectives and reworded them in

terms of pupil behavior amenable to measurement.

After the research associate had critically examined the

objectives, she met with the project director again to review the

objectives and to suggest changes which might be made to improve

the project. At this time the project director was encouraged to

rank the objectives in order of importance, or at least to differ-

entiate between primary and seccndary objectives.

Provided with a list of objectives, demographic data, and the

sequence of operational procedures the project personnel intended to

-364-
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follow, the research associate worked with the project director in pre-

paring an evaluation design which would include procedures for collecting

data regarding the population or a representative sample, tentatively

selecting measuring instruments to be employed, a data collection

plan, and a data collection schedule.

While preparing the evaluation design the research associate

obtained samples of standardized tests which she felt would be appro-

priate and prepared rough copies of survey forms and questionnaires

to be considered for use in collecting data. She also reviewed the

e

research literature available concerning this type of project and

consulted with other research personnel and curriculum staff mem-

bers to obtain their reactions to the plan she was developing.

The Research Design

At another meeting with the project dire. Jr and the project

speech therapists, the research associate presented the following

research design which was approved and followed.

It was agreed that a three-group experimental design, with a

sequence of treatment groups and a continuing control group would

be followed. Pupils were randomly assigned to groups and the

groups randomly assigned to treatments. Two experimental groups

labeled X1 and X2, comprising two-thirds of the total project popu-

lation of 532 pupils, were given the treatment. Test results for

-365-
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these two groups could be analyzed separately or combined into one

experimental group totaling 345 pupils, since all of them were at

approximately the same grade level, approximately the same chron-

ological age, and were randomly selected from the total project popu-

lation. The remaining one-third of the total project population (187

pupils) served as a control group.

Basic data, such as pupil birthdates, sex, grade level, Pintner-

Cunningham I. Q. scores, number of semesters in present school,

other schools attended, and whether or not the child was receiving

speech therapy from the regularly assigned speech therapist, were

collected for each of the 532 pupils in the project by the speech thera-

pists using forms supplied by the research department.

In order to assess pupil change, all classroom teachers and

project therapists were asked to rank their pupils as to their observed

oral language functioning in group situations at the beginning and at

the end of the first of two time blocks and to rank them again at the

beginning and at the end of the second time block.

The evaluation plan also called for one small group of pupils

from each school (seven groups). to be selected at random to partici-

pate in a five-minute tape recorded session of their performance at

the beginning and end of each of the two time blocks. Four qualified

speech therapists not connected with the project were asked to rate

-366-
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the tapes from each time block using a n 1 ne -item rating scale prepared

by the research associate.

Attendance records for all pupils in the experimental group were

kept and forwarded to the research associate. The project therapists

were asked to keep a log of instructional materials and teaching tech-

niques which they found useful in working with the pupils in the experi-

mental groups. They also made an evaluation of the project as a

whole at its conclusion.

The Ammons Quick Test was selected to be administered to a

total of 251 pupils in the experimental and control groups who were

picked at random from the total population. The test was individually

administered by qualified substitute teachers who were given special

training in proper procedures by the research associate at a special

in-service training session. Forms 1 and 2 of the Ammons Tests

were used in February as a pre-test. Forms 2 and 3 of the same

test were administered to the same pupils by the same examiners

in late May as a post-test. .A. combination of two forms of the same

test was used upon recommendation of the Coordinator of Psycho-

logical Services who had been consulted for an opinion about the

applicability of this test. Using two forms of the same test in-

creased the validity and reliability of the test results since the

test is simple and brief.
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The Data Collection Timetable

A data collection timetable was prepared in order to assist all

persons involved in the project. The schedule prepared by the research

associate is condensed below:

Date Activity

February 9 The research associate randomly selects
pupils to be pre-tested.

February 11

February 14-18

February 21-23
(beginning of first
time block)

March 25

Three substitute teachers are trained to
administer the Ammons Quick Test by the
research associate in consultation with
the Coordinator of Psychological Services.

1. Forms 1 and 2 of the Ammons Quick
Test are administered to pupils selected
at random.

2. Project therapists collect basic data
on all pupils in the project.

3. Testers return all tests and materials
to the Educational Research Department
for scoring by February 18.

1. The pupils are ranked in X group by the
therapists, as instructed by the re-
search associate.

2. The pupils are ranked in the total
class by classroom teacher.

3. The therapists make tapes (pre) for
first time block (X).

4. Rankings are due at Educational
Research Office on Februaiy 24.

The basic data from thit Cumulative
Record cards are due at the Educational
Research Office.
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Date

April 1-7
(end of first
time block) .

1.

2.

3.

4.

April 18-20
(beginning of
second time
block)

1.

3.

May 27-June 3
(end of second
time block)

1.

2.

3.

4.

5.

May 24 and June 6

Milwaukee
Page 9

Activity

Ranking of pupils in X group by thera-
pists (post)
Ranking of pupils in total class by
teacher (post for first time block and
pre for second time block)
Therat..-ts make tapes (post) for first
time block (X)
Rankings due at Educational Research
Office ,on April 7, also attendance
sheets for first time block

Ranking of pupils by therapists (pre)
X2
Tapes (pre) made by therapists for
second time block
Rankings due at Educational Research
Office on April 21

Post-test of randomly sampled pupils
from the project population using the
Amrnons Quick Test, Forms 2 and 3.
Tests and materials are to be returned
to the Research Department for scoring
and analysis by June 3.
Ranking of pupils by therapists (post)
X2
Ranking of pupils in the total class by
teacher (post) for the second time
block
Tapes (post) made by the therapists
for the second time block
Rankings and attendance sheets for
the second time block due at Educa-
tional Research Office on June 6

Tapes scrambled (pre and post mixed)
by the research associate and rated by
speech therapists outside of the project



Date

June 8

Milwaukee
Page 10

Activity

1. Principal and therapist evaluations
sent to the Educational Research
Department for analysis

2. Therapists' logs of most valuable
instructional aids and teaching
techniques collected by the research
associate

Analysis of Data

Several statistical procedures were used by the research associate

in the analysis of both objective and subjective data. The percentage of

attendance for the experimental group in each time block was computed.

Mean-ages, 1.Q. scores, dropout rates, and transfer records were

analyzed.

Spearman rank correlations between teacher and therapist rankings

pre and post for each time block, teacher and teacher rankings pre and

post for each time block, and therapist vs. therapist rankings pre and

post for each time block were obtained.

The Wald-Wolfowitz Runs test was applied to the teacher vs.

teacher rankings for the randomly selected classes to appraise the

consistency of the teacher rankings.

A Sign test was used to measure change in the position of teachers'

rankings.

The five-minute taped sessions of randomly selected groups seen

by the therapists on an intensive basis which were made pre and post in
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each time block were rated by four licensed speech therapists not con-

nected with the projec.t.

The research associate applied a statistical test (Sign test) to

assess changes in ratings.

The research associate made comparisons of the mean differences

of the scores on the pre and post Ammons Quck Test using t tests of

significance of differences.

At the close of the project therapists were given forms prepared by

the research associate to evaluate the suitability of instructional aids.

Positive and negative comments were tabulated and recorded by the

research associate.

The therapists' logs of instructional materials which they found

most helpful in working.with the experimental group were reviewed by

the research associate and forwarded to the Project Director. Lists

of some of the most valuable teaching techniques used in working with

the experimental group and which could be used by regular classroom

teachers in working with culturally disadvantaged children were cate-

gorized by the research associate.

At the conclusion of the project the project therapists were given

forms prepared by the research associate to evaluate the project, and

the principals of the seven project schools were asked to rate die pro-

ject as to how well it met six criteria. The research associate

tabulated these ratings. The research associate discussed the results
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of the data analysis with project personnel. Recommendations for im-

provement of the project were developed in these discussions.

A thirty-four page report of the project evaluation was prepared

by the research associate for distribution to state and federal ...sthorities

as required and to other persons on request. The preparation, repro-

duction, and distribution of several hundred copies of this report was

supervised by the research associate.
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Case Study VI

AN EVALUATION OF

THE MORE EFFECTIVE SCHOOLS PROGRAM

NEW YORK CITY PUBLIC SCHOOLS



ORGANIZATION AND CONTEXT FOR EVALUATION

_Multiple Uses of Evaluation

The evaluation of the More Effective Schools (MES) Program is
conducted by the Bureau of Educational Research of the Board of
Education of the Ciiy of New York. This evaluation, however, enlists
the cooperation and the participation of the administrators and the
staff of the More Effective Schools Program in collection of informa-
tion and data. As the data are analyzed and summarized there is a
systematic feedback, or communication, of the findings to the person-
nel conducting the More Effective Schools Program. They use the
information and data for supervisory purposes, including modifica-
tions of their practices. The data are used, also, in various formats
and interpretations in making reports to state and federal agencies, to
the Board of Education of New York City, and in relatively non-technic-
al format to parents and citizens.

Some information and data frequently have supervisory uses in
that they enable supervisors to help teachers do a better job of teaching
individual pupils and class groups. Teachers and supervisors use the
achievement test data, for example, to help diagnose indiviiAal pupils'
strengths and weaknesses and apply remedial measures. The :research
uses of the information and data are represented by interim as well as
final reports to various agencies and groups.

Fulfillirirements
The interim and final reports fulfill the following legal

requirements:

a. Legal requirements by the Superintendent of Schools and
Board of Education for local school reports or evaluations

b. New York State Education Department and Federal, or USOE,
for Title I of ESEA evaluations as required by Federal
legislation

Context for Evaluation

The Office of Educational Research in New York City coordinates
the activities of three research bureaus, namely, the Bureau of
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EAucational Research, the Bureau of Edttcational Program Research
and Statistics, and the Bureau of Curriculum Research. Each of these
bureaus is responsible for certain aspects of the evaluation of the More
Effective Schools Program.

In addition, a contract has been negotiated with the Center for Urban
Education in which a panel of experts and impartial observers made an
assessment of the More Effective Schools Program.

Data Analysis and Information Reporting

The Bureau of Educational Research and the Office of Educational
Research are mainly responsible for data analysis and information
reporting. Data of a statistical nature frequently involve the use of
computers and other modern methodsiof data processing. These were
used in the More Effective Schools Program.

Support Needs

The methods used in evaluating the More Effective Schools Program
have resulted in a good climate in the New York City School System.
There is general agreement on the need for impartial and objective data
collection, analysis, and interpretation. The Board of Education and
the Superintendent of Schools have provided adequate budgetary provi-
sions for professional, clerical, and consultative staff to conduct an
appropriate evaluation of the More Effective Schools Program.

PROGRAM DESCRIPTION

Origin of the Program

In 1964 a Joint Planning Committee was formed to investigate pos-
sibilities whereby the New York City Board of Education could develop
facilities which would conserve and utilize as fully as possible the Irtiman

resources represented by the children in New York City Schools. The
Committee was made up of representP' s of the Superintendent of
Schools, the United Federation of Tea. '1, and the Council of Super-
visory Organizations. The Committee ibsued the Report of Joint
Planning Committee for More Effective Schools to the Superintendent
of Schools on May 15, 1964.
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Some Major Goals of the Propam

The report of May 15, 1964 set forth the philosophy underlying what

was to be called the More Effective Schools Program: "There are too

many children in our community who are growing up without the basic

skills necessary for future success as citizens. We believe that these

children, properly challenged.and given the means for growth and learn-

ing, can make*unprecedented academic and social progress. To meet

this challenge a new design for education must be created." The design

recommended by the Committee was one that would focus on the preven-

tion of academic failure in the early years by starting education at the

pre-kindergarten level and by organizing small classes to insure individ-

ual attention for each child's needs. Many teachers of special su.bjects

and a clinical team for each school were to be provided. Classes were
to be heterogeneous; that is, children of varied achievement levels in

a given grade were to be placed in the same classroom. Intensive

teacher training was to be part of a program which included as major
educational strategies team teaching and nongraded instruction.

The schools selected for the program were to be located in
socially disadvantaged areas of the city. They were all previously

to have been Special Service Schools, a designation which signifies that

low reading level and the percentage of free lunches and English lan-

guage handicaps indicate more severe problems than are found in other

schools in the New York City System.

Specific Goals of the Program:

I. School Organization

a. Pre-kindergarten classes: All schools have established pre-
kindergarten classes for four-year-olds, and some of the schools
have classes for three-year-olds.

b. Class size: There are a maximum of 15 students in pre-kinder-
garten classes, 20 in kindergarten, and 22 in grades I - 6.

c. Clusters: Classes are organized to form clusters, each of which
consists of two classes at the pre-kindergarten level and three
in all other grades. Each cluster has an extra teacher, the
"cluster" teacher, who does not have a home class of her own
but spends one period or more each day with each of the classes
in her cluster.
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d. Preparation period: All teachers have one preparation period
per day. This is made possible by the presence of the cluster
teacher.

e. Heterogeneous grouping: Classes are organized heterogene-
ously; that is, at each grade level, there are children of vary-
ing abilif:ies in each class. Within the class, however, the teacher
can group and regroup according to interest and ability.

2. Personnel

a. Administrative assistant: Each principal has an administrative
assistant who handles many of the organizing and scheduling
duties that previously occupied much of the time of the princi-
pal. This is intended to free the principal to expand his super-
visory and person-to-person functions in the school.

b. Assistant principals: Each school has at least three assistant
principals. Each assistant principal covers one'of the follow-
ing groupings: pre-kindergarten through grade 2, grades 3 and
4, and grades 5 and 6.

c. Pupil personnel team and other special services: Each school
has a full-time team made up of three guidance counselors, one
psychologist, one social worker, and one attendance teacher.
Each school also has the services of a psychiatrist and a clinic-
al speech teacher one day a week.

d. Other teaching positions (OTP's and special teache:es): During
the 1964-1965 and 1965-1966 school years, each school had a
team of approximately seven teachers who were selected by the
principal to best meet the needs of the school in the following
areas: library, reading instruction, corrective reading, art,
music, audio-visual, science, language resource, and health
education. A speech improvement teacher was supplied full-
time for each school by the Bureau of Speech Improvement.
(This was in addition to the part-time clinical speech teacher.)
These teachers were used for teacher training, demonstration,
and team teaching. They also covered classes in order that each
cluster team of teachers could plan together one period weekly.

3. Integration

a. Location of schools: When possible, integrated schools were
chosen for the program.
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b. Reverse open enrollment: White parents have been sending their
children to four of the More Effective Schools which contain pre-
dominantly Negro or Puerto Rican children.

c. Community relations coordinator: There is one coordinator on
the staff of each school whose duty is primarily to involve the
community in active participation with the school. He does this
by contact with the PTA and community religious and social
organizations. The coordinator also conducts discussion groups
for parents and courses for teachers.

4. Teaching Methods and Materials
:

a. Flexible grouping: Each class reflects a wide range of interests
and abilities, since classes are not-organized homogeneously ac-
cording to ability. Teachers are expected, however, to group
within the class. Often there will be two teachers (class plus
cluster or OTP) within one class. This allows for a variety of
small group and individual instruction. In addition, grouping
may occasionally take place within the whole cluster when child-
ren in all three classes having a particular interest or problem
are brought together for special work.

b. Team teaching: With the older children, classes in a cluster
are sometimes brought together with one class teacher, cluster
teacher, or OTP teacher teaching the lesson. The large group
is then broken up into small discussion or activity groups, each
one being led by one of the teachers. The teachers in a cluster
plan together as a team and coordinate lt.lsons and teaching
materials.

c. Supplies and textbooks: Each More Effective School receives an
extra allotment for suriplies, textbooks, and visual and auditory
aids. Special emphasis is placed on texts and other materials
which stress urban backgrounds and deal with city children of
varied racial and economic backgrounds.

d. Instructional emphasis: The goals of the program are many,
but prime emphasis is placed on the improvement of language
skills in general and reading ability in particular.
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EVALUATION PLAN

Objectives: Their Clarification and Use in Evaluation

The objectives for use in evaluation were selected and defined joint-ly by the operations team and the evaluation team. These objectives
are the basis of a longitudinal study beginning in September 1964 and
continuing for the duration of the experimental program. Continuous
communication and feedback from the evaluation to the operations team
is characteristic of the program.

Outline of Evaluation of The More
Effective Schools In New York City

OBJECTIVES

Program of MESchools

- School Organization
- Personnel
- Curriculum
- Pupil Activities
- Parent Attitudes

Process Changes

- Average Class Size
- Pupil-Teacher Ratio
- Costs of Instruction (per pupil)
- Pupil Attendance
- Pupil Mobility
- Teacher Mobility
- Pupil Ethnic Census

Academic Skills

- Reading
- Reading
- Arithmetic
- Language Skills (Pre-K-6)

METHOD OF ASSESSMENT

A panel of nine nationally recog-
nized educators visited, observed,
and evaluated various aspects of
the program and administration
of the More Effective Schools.

Official periodic reports
Official periodic reports
Payroll, supplies, etc. .expenses
Official periodic reports
Special study of admissions
Special study of transfers/discharges
Annual ethnic census of pupils

Longitudinal study-Metro. tests
Experimental-control comparison
Longitudinal study-Metro. tests
Tests and teacher ratings
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Reaction of Participants

Assistant Superint^ndents
Principals
Teachers
Parents

Interview and
Interview and
Interview and
Interview and

EVALUATION FINDINGS
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questionnaire
questionnaire
questionnaire
questionnaire

Implementation of the More Effective Schools Program Objectives

It was concluded that the morz Effective Schools Program aa it op-
erated was not vastly different from the program as it was envisioned.
Some provisions became actualities in their entirety. These pertained
to class size, heterogeneous ability grouping, teaching materials, co-
operation with local colleges, audio-visual techniques, teacher special-
ists, staff recruitment, teacher preparation periods, and the use of
community relations experts. The remaining provisions received only
partial implementation. Only half of the schools were integrated; there
were many classes for four-year olds, but few for three-year olds; all
schools used team teaching, but only one used the nongraded bloc method;
the pupil personnel team contained appropriate personnel for handling
emotional and social problems, but did not include sufficient medical
personnel for physical problems; some courses were offered to teachers
and some scholarships were available, but financing did not come from
the Board of Education; teachers did receive a daily preparation period
but not complete relief from all non-teaching duties; the school plant
was used fully during the school day and the summer months but not
during the weekends. However, there were no recommendations that
were not at least partially implemented.

Selected Statistics Describing the Program

Analysis of the data on the ethnic composition of pupil enrollment
before and after the 21 schools were designated More Effective Schools
shows that there was relatively little change in the proportion of Negro,
Puerto Rican, and Other pupils on register before and after the schools
became involved in the program. Ten of the schools could be consider-
ed integrated to a reasonable degree.

A study was made of the cost of instruction per pupil during the
1965-1966 school year in the 21 MES schools and the 9 control schools.
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For this study the cost of instruction was considered to include both the
salaries paid to pedagogical and non-pedagogical personnel and also the
expenditures for school supplies and equipment. The data show that the
cost of instruction per pupil in the 10 MES schools established in September
1964 was $859. 38; the cost of the 11 MES schools established in September
1965 was $930. 35. These amounts greatly exceeded the cost of instruc-
tion per pupil in other city elementary schools which was $433.86 for the
1964-1965 school year. Cost data for the 9 control schools showed that
their instructional expenditures per pupil were one-half of the cost in
the MES schools.

A study of pupil mobility in the 10 Old and 11 New MES schools show-
ed that, in the Old schools, changes in mobility before and after the
first year of the program were generally very small. In the second year
of the program (1965-1966) 8 of the 10 Old MES schools showed declines
in rate from the previous year. For the 11 MES schools established in
September 1965, analysis of mobility trend data provides little informa-
tion since these schools have not been in the program long enough to
determine their effect upon pupil mobility.

Teacher mobility data for the period October 1965 through June 1966
were also analyzed. Only 2.7 percent of the teachers transferred from
their MES school to non-MES schools and an additional .4 percent trans-
ferred to other MES schools in the city. In the MES schools all teachers
were given the option of transferring at the end of the school year. In
non-MES schools only 5 percent maximum can transfer each year. The
teacher mobility rates for all reasons combined (maternity, sabbatical,
transfer, etc.) in the MES and control schools were found to be respec-
tively 6. 2 and 6.4 percent.

The additional teaching positions assigned to the 21 MES schools
brought average class size and pupil-teacher ratio in both years of the
program well below the average ratios for city elementary schools in
general. The average class size for all 21 MES schools as of October
1965 was 8. 2 pupils less than the average for all other city elementary

----ediools; pupil-teacher ratio was 10.8 pupils less.

A study of pupil attPndance in the 21 MES schools showed that there
was practically no change in attendance rates before and after the start
of the program. As yet, there is no evidence that the MES program has
had any appreciable effect on pupil attendance.
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Achievement Test Results

A study was made of progress in reading and arithmetic by means

of standardized tests for pupils participating in the More Effective
Schools program. For pupils in the Old MES schools such progress was
analyzed for one and two year periods; for pupils in the New MES schools

progress was studied over a one year period.

Achievement test data were analyzed in relation to national norms in

two ways. Grade scores attained were compared with the national norms
applicable at initial and final testings, and the net change in pupil status
in relation to the norm was noted. In general, for the three separate sub-

studies in reading, the net change was favorable. That is to say, the
grade scores were higher in relaticin to the norm at the final testing than
they were for the initial test.

The second method of analyzing the standardized test results consist-
ed of a comparison of the gains in grade score made between initial and
final tests with the expected gains based upon the elapsed time between
the testings. Here again the results for the three reading substudies
were favorable in that, in most cases, the gains achieved exceeded the

gains to be expected on the basis of national norms.

In a separate study of progress in first grade readings over a period
of five school months in the Old and New MES schools, the findings show-
ed that pupil gains exceeded the expected growth over the period studied.

An additional study compared reading growth in the 21 MES schools

with selected control schools matched on the basis of ethnic composi-
tion of pupil register and third grade median reading grade score. The

data showed that the grade groups in both the Old and New MES schools

showed reading growth equal to or exceeding that for corresponding
grade groups in the control schools, except in the case of the fourth
grade in the Old MES schools.

Analysis of the data on pupil progress in arithmetic problem solving
in the Old and New MES schools during the 1965-1966 school year produc-

ed findings which, general, paralleled the results in reading achieve-

ment. Change in standing relative to the national norm improved over
the experimental period for most grade groups. Similarly, the gains
achieved usually exceeded expected gains postulated on the basis of
elapsed time between initial and final tests.

There were some exceptions to the generally favorable results, but
there were no instances of very poor achievement.
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Language Skills Projects

An analysis of oral communication skills of pre-kindergarten and
kindergarten children in the MES schools was conducted during the 1965-
1966 school year. The data were obtained from an Inventory of Oral
Communication completed by classroom teachers and composed of 35
items grouped under the two headings, Expressive Ability and Receptive
Understanding. During the 1965-1966 school year the inventory was
completed by classroom teachers for 2i 670 pre-kindergarten and kinder-.
garten children in the NIES program, and the findings indicated that both
the pre-kindergarten and kindergarten grOups showed significant im-
provement from fall to spring of the school year as indicated by the
proportion of the children falling within the two highest rating categor-
ies for each item.

As part of the MES program, the Bureau of Speech Improvement
sends one speech teacher full-time to each MES school, and each teaches
20 different classes one period per week. The speech program's goals
focused on such areas as listening habits, attitudes toward oral expres-
sion, oral language development, aUdibility and voice quality, and
articulation and pronunciation. Some approaches used to achieve these
program goals were creative dramatics, choral speaking, role playing,
group discussions, exercises in coriect phrasing, and word and sound
pronunciation. In order to determine the existence of problems in such
areas of speech as audibility, attitudes, rate of speech, vocabulary,
foreign accent, and vocal quality, a speech checklist was completed by
the speech teachers in the fall and spring of the 1965-1966 school year
for a sample of the children in the program. Analysis of the data showed
that the greatest number of children had problems with audibility and
dialect in both the fall and spring. Children had the fewest problems
with rate and hesitancy. The greatest improvement in the children was
shown with respect to withdrawn attitude and audibility while the least
improvement was shown in slow rate and uncooperative attitude.

Reactions of Administrators, Teachers and Parents to the
More Effective Schools

Analysis of the reactions of district superintendents, principals,
teachers, and parents in the program to certain aspects of it which were
obtained from questionnaire responses in the spring of 1966 showed that
the.district assistant superintendents felt that reduced class size and
the establishment of pre-kindergarten classes were very effective re..
sults of the program. They also indicated that more individualized
instruction was possible as a result of the reduced class size and ad-
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clitional personnel. The principals' reactions were very similar to
those of the superintendents; this group also cited reduced Class size
and more opportunity for individualized instruction as the chief benefits

of the program. Both the principals and superintendents agreed that
the program should continue, though 50 percent of the responding princi-
pals proposed some modifications, most of them minor. The 900
teachers responding indicated the reduced class size and the daily prep-
aration period as the most important features of the prograzn in helping

pupils learn. The parent reactions to the program generally echoed
those of the administrators and teachers. This group cited improved
reading as the outstanding benefit resulting from the program. Overall,

for administrators, teachers, and parents, the most strongly lauded
aspect of the program was the small class size.

The principal reservations expressed concerning the program cen-
tered on doubts as to the desirability of heterogeneous grouping, the
large number of additional school personnel, and the need to meet the
demands of community groups desiring the establishment of an MES pro-

gram in their schools.

CONCLUDING REMARKS

The findings of the appraisal of the More Effective Schools Program
are generally favorable. The objectives have been implemented to a
reasonable and satisfactory degree, considering all factors. Class size
and pupil-teacher ratios have been very favorable. Pupil and teacher
mobility present no major problems. Pupil attendance presents no
problems.

Standardized test results in reading and arithmetic show favorable
gains in ability and skills by the MES pupils whether or not they are
compared in growth with national norms or with a comparable control
group of schools. Speech and oral communication data also revealed
growth in the pupils.

The reaction of administrators, teachers, and parents to the MES

program was definitely favorable. They favored reduced class size,
individualized instruction, teacher preparation periods, pre-kinder-
garten classes, and personnel for improved services.

Analysis of costs has made it clear that the MES program requires
considerable funding. On the basis of the evaluation as a whole, it
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would appear that the program needs to be kept essentially undiluted
if it is to remain effective. If such elements as small class size are
not retained, it is quite possible that the educational results will not
be as favorable as this report has shown them to be.

-388-



Case Study VII

EVALUATION OF ESEA REMEDIAL AND CORRECTIVE PROJECT

SENIOR HIGH SCHOOL

OAKLAND PUBLIC SCHOOIS



ORGANIZATION OF ESEA TITLE I EVALUATION SERVICES

I. Description of General Research Department Services

A. The Director of Research is directly responsible to the Superin-
tendent of Schools. The Research Department is composed of
the Director, four Assistants in Research, fifteen school psychol-
ogists and psychornetrists, four teachers on special assignment,
and twelve classified staff members. The department works
closely with various staff members in the elementary, secondary,
special services divisions, and other district departments and
offices.

B. The major responsibilities of the Research Department are as
follows:

1. Individual Testing Program. Department personnel trained
in psychological assessment techniques administer a variety
of individual tests each year for pupil case study informa-
tion as well as assisting in the identification of pupils for
various special program (MR, gifted, etc. ).

2. Group Testing Program. The Department coordinates and
supervises the district group testing program and provides
the following services to the district: purchase of all tests,
distribution of tests, test scoring, summarization and ana-
lysis of test results, and consultant services on interpre-
tation and use of tests.

3. Evaluation of Special Projects. Numerous studies are
made each year to evaluate the effectiveness of various
federal, state, district, and private foundation-funded
programs. Examples are projects funded under ESEA
Title I, EOA, VEA, NDEA, etc,

4. Administrative Research Studies. This function involves
a variety of administrative studies including district
surveys of class size, salary schedule surveys of other
districts, and salary schedule development.

U. Research Department Involvement in ESEA Title I Project Develop-
ment

-393-



Oakland
Page 2

A. Elementary and secondary committees developed suggestions
for ESEA Title I programs. Representatives of the Research 11,

Department served on both committees.

B. Final proposal decisions were made by the Superintendent, fi
A ssistant Superintendents, Business Manager, and Directors
of the following departments: Elementary Education,
Secondary Xducation, Special Urban Educational Services,
and Research.

C. Two I:t esearach Department staff members wrote the final
proposal application.

D. Because project development has expanded into many additional
areas recently, the proposal development and writing function
is now coordinated by the Department of Special Urban Educa-
tional Services. As proposals are being developed, the
Director of Research or his 'representative does the following
things:

1. Meets regularly with the planning committee
2. Provides data on pupil needs and characteristics
3. Provides data for determination of schools in target areas

III. Research Department ESEA Title I Evaluation Functions
111

A. Assists in proposal development
B. Assists in defining project objectives
C. Provides staff for program evaluation. Present staff includes

the following:

1. One Assistant in Research.
2. Two and one-half teachers on Special Assignment positions.
3. Three clerical positions.

D. Develops the evaluation design. The design is developed and
plans for implementation are carried out by an evaluation corn-
mittee which meets for a full morning meeting every other
week throughout the school year. Members of the evaluation
committee are the certificated staff members listed in C above,
the Director of Research, the Assistant in Research in charge
of the district group testing program, and the Director of the
Operating Program.
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The development and implementation of the evaluation design
involves the following:

1. Selection and development of appropriate tests and other
data-gathering instruments

2. Development of a data-gathering schedule

3. Distribution of data-gathering devices

4. Provision for data storage and management, including a
master file or data bank for project subjects

5. Provigion for and conduct of appropriate data analysis
procedures

E. Writes evaluation reports. This function involves the prepara-
tion of complete reports as well as needed abstracts.

F. Disseminates findings. This involves providing appropriate
reports for school staffs, the district administration, the
Board of Education, the local CAP Education Committee,
State Department of Education, other school idstricts, and
the press.
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INTRODUCTION TO REMEDIAL AND CORRECTIVE PROJECT

Large numbers of students attending the target high school are per-
forming two or more years below grade level in reading, written and
oral language, and other skill areas. This is attested to by the test re-
sults which will be presented later in this report and by daily classroom
performance. The academic problems of many of the students are rein-
forced in a cyclical fashion by poor attendance and marginal motivation
for school work. These problems are particularly critical in light of the
fact that many of the students are nearing the end of their formal educa-
tion and therefore "must" possess the basic skills necessary for employ-
ment and otherwise productive lives.

The administration and staff of this school selected the English pro-
gram, which included many interrelated areas in the language arts, as
the focus of the ESEA remedial and corrective project. All 22 "B" and
"C" English section students and staff membeis were designated to be
involved in the program in varying degrees. Of the 320 students in grades
10, 11, and 12 who were served by the program, approximately 140
were selected to receive intensive assistance with attendance follow-up
and individualized classroom instruction.

In order to provide a more individualized instructional program,
major additions of staff were made to the department. The English Depart-
ment Chairman was freed of in-class responsibilities in order to coordi-
nate the program as a teacher assistant. Six reading teachers were also
added to the English Department to work with the twelve regular teachers
in all "B" and "C" sections. Their primary function was to provide small
group instruction for the students who were most greatly in need of indi-
vidualized attention. Since students were taken from existing class
groups, this plan had the secondary effect of reducing class size in the'
regular classes.

The regular teacher and reading teachers worked together in selecting
six to eight students from each class for the small group instruction pro-
gram which emphasized motivational activities, word attack and compre-
hension skills, basic skills in self-expression, oral and written, and
building improved self-confidence. Special cubicles were erected in rooms
not having facilities for the second teacher. In some teaching teams the
two teachers worked more or less exclusively with their respective groups.
In other situations the composition.of the roups was more fluid and/or
the teachers exchanged students for various activities.

New materials including ditto masters for worksheets, reading "labs",
new paperback literature books, tape recordings, and filmstrips were pur-
chased under this program for utilization by both the reading teachers and
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the regular English teachers. In. addition, tape recorders and tachisto-
scopically coutrolled filmstrip projectors were purchased. Although
much of this supplementary material and equipment actually arrived
and was employed in the program, it should be noted that some of the
items mentioned above were not available until very late in the semester
or after the school year was completed.

Teachers were provi.ded clerical assistance for the preparation of
study and drill sheets and other teacher-made materials. The clerk also
worked closely with the teacher assistant in facilitating the testing pro-
gram and other data collection, preparing reading lists, compiling bib-
liographies of professional references, and handling the general load of
administrative details.

With added staff provisions two-thirds of the teachers in the program
were able to have an added preparation period for the development of ma-

.

terials to meet the unique educational needs of the students. Innovation
and experimentation were central themes of the program. It was felt that
there was an urgent need to deviate from Many of the traditional instruc- .

tional units, materials, and techniques. Working together in meetings
and respective teams the staff explored a wide variety of professional
resources including textbooks, monographs, and periodicals. Intheir
regular meetings, staff members also reported on materials and tech-
niques which were felt to be effective. Much effort was made to locate
materials which were of particular interest to minority students living in
urban surroundings--those dealing with contemporary problems and situa-
tions. Two major in-service meetings, which featured consultants se-
lected by the faculty, were held at the high school.

One unique feature of the language program was a school-wide "Better
Speech Campaign." Classes examined the communication process,
language patterns, articulation of sounds, and.listened to various recorded
language samples. Posters illustrating various agreed-upon objectives
were prepared and displayed in the school. Various students compiled
tallies of common errors in articulation and usage_ Teachers were en-
couraged to devote twenty minutes daily to this month-long campaign.

Improvement of the educational progress of many of the students was
integrally dependent on the simultaneous improvement of attendance pat-
terns. The basic strategy employed here was that of closer communication
with the parents of the students. Three parent aides worked with the
teacher assistant, principal, and Vice-principals on attendance problems.
The parent aides met with this group to receive instruction as to their re-
sponsibilities and to offer comments or criticisms regarding the procedures
suggeited. Teachers submitted absence reports for all ESEA students.
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Parent aides working with the teacher assistant and clerk typist se-
lected approximately twenty names each morning--most of the names
were those of students who were in the small groups. Parent aides
worked three hours each day at home calling parents to ascertain why
students were absent from school or from their English class. The fol-
lowing morning parent aides submitted typewritten reports of information
received from parents. Appropriate action was instituted by the teacher
assistant in cooperation with the regular attendance clerk, nurse, or
vice-principal, if immediate action was necessary.

PROCEDURE

Subir:ts:

Students: As mentioned in the introductory section, 320 students en-
rolled in the 22 "B" and "C" section English classes were involved in the
program. Although grades 10,11, and 12 were represented in these
sections, this report will deal primarily with data for grades 10 and 11.
This decision is consistent with the overall evaluation design which in-
cludes plans for following the progress of students beyond this spring
semester. Test data, then, are reported for two groups-- (1) all tenth-
and eleventh-graders in the program as a whole and (2) tenth- and ele-
venth graders who received the more intensive treatment of individual-
ized instruction and attendance follow-up.

Faculty: Only English department faculty members were involved
in this evaluation study.

Parents: A random selection of 40 parents of students involved in
the intensive treatment program was designated as a pool of interview
subjects. The pool was proportionately representative of grade level
and pupil sex distributions. The plan was to interview a total of 25
parents from the basic and/or alternate lists within the pool. Within
the time period available 19 interviews were completed.

Testing Instruments:

California Achievement Test, Junior High Level Battery: Four
sections of CAT Junior High Level Battery were administered to stu-
dents early in the program (pre: February 18-25; form X) and near the
end (post: May 23-27; form W). There were approximately 11 weeks
of school attendance possible during the pre-post -test. interval. While
grades 10-12 were tested at the beginning of the program to aid in the
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selection of small group attenders, only grades 10 and 11 were post-
tested and only the results for the latter group are reported herein. The
CAT yields a variety of sub-test scores which are reported in the tables
in the FINDINGS section.

CAT SCORES

1. Math Vocabulary
2. Science Vocabulary
3. Social Studies
4. General Vocabulary
5. Total Rftading Vocabulary (includes 1-4 above)

6. Following Directions
7. Reference Skills
8. Interpretations
9. Total Reading Comprehension (includes 6-8 above)

10. Capitalization
11. Punctuation
12. Word Usav
13. Total Mechanics of English (includes 10-12 above)

14. Spelling

STEP Essay Test: This is a free-writing activity. Students are given
a standard topic which includes directions for an expository response. In
the 4B form which was used in this pre-testing of the intensive treatment
group, a brief account is given of an incident in which "Your school and
its strongest rival have become involved in an argument over a close
football game. . . . Write a letter to your principal suggesting ways in
which these student councils may be able to restore a good relationship
between the schools . ." This particular test was chosen since it dealt
with a topic close to the experience of these students.

The test is unique in the sense that such factors as neatness receive
weighting in the scoring. "Conventions," which includes such things as
capitalization and punctuation, receives only a 20 per cent weighting. The
main considerations here are "quality and thought" (50 percent) and
"style" (30 percent).

Two substitute teachers, with training as English teachers, worked
with the investigators in developing a consistent scoring rationale in
line with the publisher's guidelines. Each scorer then completed an in-
dependent rating of each essay on a seven point scale. Where there was
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agreement between the ratings, that value was used. In cases in which
different values were assigned, an average of the two ratings was corn-
puted. To accommodate for the "in between" values, for example, 2.5
or 3.5, interpolations were made on the publisher's percentile tables.

As noted above, data are available only for pre-testing and are
reported at this time for descriptive purposes. Post-testing follow-up
will be done during the spring of 1967, after a year's interval.

California Study Methods Survey: Sub-scales of this instrument
cover the areas of "Attitudes Toward School, " "Mechanics of Study,"
and "Planning and System." The instrument yields a score in each of
these areas as well as a total "study methods" or study habits score.

I

Because the chief purpose for administering this instrument was not
to sample achievement, an attempt was made to eliminate the necessity
of possessing reading skills of a "sophisticated" vocabulary in order to
respond to the items. Following consultation with the test author and
publishers, permission was granted to modify various items through the
substitution of common synonyms in the place of words which were iden-
tified by program personnel as "completely alien" to the majority of
students in these schools. A second major deviation was the elimination
of seven inappropriate items which did not apply to the curricular exper-
iences of most Oakland Public Schools children. The test was presented
to students in tape recorded form instead of the usual student-read book-
lets.

With the modifications of the instrument and because of the
special characteristics of the study population (the published norms
were based on a cross section of the general population), local
"norms" will enable program personnel to rank students within this
study population on various of the sub and total scores. They will
also provide a baseline of data with which to compare results ob-
tained in post-testing in the spring of 1967.

Data will not be reported herein; this aspect of the study is
being described at the present time for purpose of noting the general
status of overall data collection.
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Program Staff Ouestionnaires:

Brief questionnaires, designed to elicit evaluative opinions re-
garding significant aspects of the program operation and effectiveness,
were completed by English department faculty members in early
June 1966. A copy of this questionnaire will be found in Appendix A .
Responses were obtained from 15 of the 18 teachers involved in the
program--an 83 percent return overall. Ten of the twelve regular
English teachers' and four of the six reading teachers' responses are
available for analysis.

Interview of Parents:

The plan for sampling parents' opinions regarding the FSEA pro-
gram is briefly mentioned above. A complete description of the in-
terviewing procedures is included in Report of Parent Interview
Survey Regarding ESEA Program Services. A copy of the interview
schedule used to sample parents' opinion of the ESEA program is in-
cluded in Appendix 8 .

Sample Case Notes:

During the course of this remedial and corrective project teachers
have kept brief logs of general classroom activities and the progress
of individual cases. Samples of these self-report records of activities
will be included in the following section.

FINDINGS

Results of California Achievement Tests:

Tables 1, 2, and 3 which follow present raw score means,
standard deviations, and critical ratio comparisons of pre- and
post-California Achievement Test results based on all tenth- and
eleventh-graders for which both pre- and post-results were avail-
able.. Approximately 65 percent of the subjects were tenth-grad-
ers; 35 percent eleventh-graders. It will be noted that the numbers
of cases for sub scale score analysis are somewhat smaller than
those used in the total scale scores (for example, see first four
columns of Table 1). This is due to the fact that sub scale scores,
such as Math Vocabular7 and Science Vocabulary, were available
at pre-test for only those students who used the IBM "1230" for-
mat answer sheets. It was not possible to obtain these sub scale
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score details from the IBM "805" format answer sheets which had
to be used with approximately one half of the study subjects.

Composite means based on these sub scale scores approximate,
but are not equal to, the means based on total scale scores. Since
these values are very close, it is assumed that meaningful infor-
mation regarding relative strengths and weakness in various sub
skill areas may be obtained from these sub scale score analyses.

Grade score equivalents for mean values are tabled for the
four battery sub tests but not for the sub scale values contributing
thereto. Estimated values for the latter will be included in the
test.

Examination of Table 1.(on the following page) will reveal
that there were no significant changes evidenced in the mean raw
score for "total reading vocabulary" between pre- and post-test
administrations. It would appear, however, that there was signi-
ficant growth in the sub skill area of "social studies vocabulary."

Results from this test indicate that these students are, on
the average, more than three years "below grade level" in the
area of reading vocabulary. These results do not reveal, however,
whether the underlying deficiencies are related to word attack skill
problems, conceptual limitations, or both.

Table 2 presents a more optimistic picture of progress in a
second reading skill area--reading comprehension. Statistically
significant increases in mean raw score values were observed for
the total and sub scale. "Normal" month-for-month progress for
the experimental period would have been slightly less than . 3 grade
equivalent units, or roughly three Monthd. Tliese students have, on
the average, exceeded a normal rate of progress with alfourmonth
increase in scores. The fact that pre-test results were more than
three and one-half years below a "normal progress" record adds
even greater practical significance to these gains. In very roughly
estimated terms these students prior to the ESEA program have
achieved at a rate of less than 70 percent normal.rnonth-for-month
growth:

7. 0 Actual Achievement
10. 5 "Normal" Grade Level Achievement

Therefore, even month-for-month growth may be interpreted as
being greater than expected for this group.
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Table 3 includes results for the remaining two tests of the CAT
battery. In all instances the observed mean score gains were statis-
tically significant. Again, the results equal or exceed what would be
expected for "average" students during a comparable time period. Of
particular interest in the analysis was the fact that the subjects' scores
on the "Word Usage" sub test indicated a relatively more serious re-
tardation in that area than in the other "Mechanics of English" sub
scales. Approximated grade equivalent values for the respective
means were as follows:

Capitalization 7. 3

Punctuation 7. 0
Word Usage 6. 0

An analysis of the CAT results for approximately 50 of the cases
receiving the more intensive remedial and corrective program is
presented in Table 4. At pre-test, the mean status of the "intensive"
group was from two to six grade placement units below that of the
entire ESEA high school group. While mean raw score gains were
made in all achievement areas tested, in only two areas,"Reading Com-
prehension" and "Mechanics of English", were these gains statistically
significant. The "Reading Vocabulary" and "Spelling" mean raw score
gains were smaller and accompanied by proportionately larger amounts
of variability. The critical ratio values would indicate that mean gains
of these magnitudes could be due to chance.

Special note should be given to the grade placement growth made
in the area of reading comprehension. A half-year mean improve-
ment over the 11 week period is particularly dramatic for a group
of students identified by teachers as being those most in need of help.

Results of STEP ESSAY Tests

Results of the STEP Essay Test for 76 tenth- and eleventh-grade stu-
dents involved in the "intensive" remedial classes are presented in Table
5 which follows. Since only pre-test results obtained in March 1966 are
available at this time, the data are descriptive rather than evaluative.
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TABLE 5

Medians and Quartiles of STEP4B Essay Test Results for 10th and llth
Graders Involved in ESEA Intensive Remedial Program at Senior High
School - March, 1966.

ESSAY
i a 10th Grade i! llth Grade

'F7"...32-diar 16.47a-a-riW
RATING : Cases : . Norms

i
and Cass ilCases Norm ! and We

I I %Itle ale i
L II

7.0
6.5
6.0
5.5
5:0
4.5
14.0
3.5
3.0
2.5
2.0
1.5
1.0

1

I

II

il

11

1

31

3
2 47

7h 1 5234

26 16

2 74
621

i la

Q3 mg 1.94 5
Ndn is 1.20: 5

Q-1- - 0.97 7

i146 Students! .11

53,
40 Q3 'a 201
29 Yen 121.2.05
29
11 Q1 = 1.30

30 Studentel

Eleventh-graders tended to perform higher in terms of both norms,
percentiles and raw score values. The percentile equivalent value for the
tenth-grade median is approximately 20, for the eleventh-grade median 29.

The teachers who rated these essays prepared summaries of their ob-
servations. These reports are attached in Appendix C. One rater com-
mented:

"One of the first things I noticed in reading these essays
was their vividness, awareness of life Often, however,
essays had to be rated down because of extensive problems of
usage and mechanics"
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These feelings were shared by the other rater who reported:

"In general, students perform better 'stylistically' than
they do in the wide realm of 'conventions' . It is spelling
and the entire punctuation - capitalization complex which seem
to drag these essays down to various levels of sub-literacy"

Results from these essay tests and others administered on an optional
basis apart from the evaluation study should provide useful "program in-
formation" to the instructional staff, that is, data regarding relative
strengths and weaknesses which would have implications for the direction
of the instructional program.

Program Staff Questionnaire Responses

Responses to the "Teachers' Questionnaire" were obtained from 15 of
the 18 program staff members - - an 83 percent return. A copy of the
questionnaire, with tabulated responses (number and percentages) and
summarized comments, will be found in Appendix A.

Ninety-three percent of the teachers indicated that they felt the program
was effective -- 13 percent "extremely effective"; 27 percent "very effec-
tive"; and 53 percent "effective. " The reading teachers were more con-
servative in their evaluation. All four responded in the latter category.
General support of the program team concept was expressed in comment
to question 4, but teachers indicated that more time was needed to perfect
the team approach.

Two thirds of the staff indicated that they had a four-period (instead
of fives-period) assignment and were unanimously agreed that the extra prep-
aration time augmented their teaching effectiveness. Teachers' comments
revealed that this time was most frequently used for materials development,
planning, and completing "clerical - instruction" duties (correcting paper-
work).

All but two teachers reported that they had made varying amounts of use
of the new instructional materials provided under ESEA: eight mentioned
different literature; nine mentioned the "skill builder" books and SRA Kits;
two mentioned the special recordings of Negro Poetry. The reader is re-
ferred to the tabulated responses attached to the questionnaire in Appendix

A for greater detail.

Ninety-three percent (14 of 15) had used the new audio visual equipment.
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Teachers indicated a need for greater availability of various items al-
though 73 percent rated the effectiveness of these teaching devices as
Itvery good. " Controlled readers were reported to be the most effective
of those available. The reading teachers reported that they used the
new materials and equipment somewhat more frequently than did the Eng-
lish teachers. 7!..ey also tended to gisre higher effectiveness ratings.

Fourteen of the fifteen teachers noted improvements in the attendance
of students in English classes as the result of the parent aide work with
attendance problems: two reported "marked improvement"; twelve "some
improvt. r-nt." Sixty percent of the responders rated the clerical ser-
vices as either "valuable" or "very valuable"; 2o percent rated them of
little or no value; and 13 percent did not respond.

Table 6 presents the responses of teachers when asked to assess the
magnitude of positive results which may have accrued as a result of the
ESEA Program. "Improved motivation for learning" and " Increased
self-confidence" were the two areas showing the greatest improvement.
"Improvement in written language expression (content) " was ranked next
in order.

TABLE 6

Responses of 15 Instructional Staff Members Involved in ESEA
Remedial and Corrective Project at McClymonds High School,
Spring, 1966

Marked
positive
results

Moderate
positive
results

Limited
positive
results

No
results
e vident

No
Re-

s onse
a.Improvement of oral

1 language skills (7%) 1 (47%) 7 (40%) 6 (7%) 1 -
1b.Improvement in read-

ing comprehension
c.Improvement in word

attack skills
d.Improvement in writ-

(53%) 8

(53%) 8

(33%)

(27%)

5

4

(7%)

(13%)

1

2

(7%) 1

(7%) 1

ten language ex.. . . . . .

pression (content) (27%) 4 (33%)5 (27%) 4 (7%) 1 (13%)?

e.Improvement in mo. . . .

tivation for learning
f.Improved study habits

(attitude and

(47%) 7 (33%) 5 (20%) 3 -

.

-

mechanics)
g.Increased self-

confidence

(7%)

(47%)

i

7

(33%) 5

(40%)6

(33%)

(7%)

5

1

(20%)

(7%)

3

1

(7%) 1

-
_
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In response to a question asking teachers to cite the features of the
ESEA program which had been most helpful, materials, equipment, class
size, and the team approach were most frequently mentioned. The staff
mentioned a scattered variety of problems which they had experienced
during this spring's operation, some of which were the short duration of

the program, too many tests, and the need for improved team communi-
cations (See Appendix A ).

Results of Parent Interviews

Of the 19 parents of students involved in the intensive program, 53
percent indicated a familiarity with the new ESEA program. Thirty-seven
percent had noticed changes in high school since the program's inception.
It is surprising that only 42 percent acknowledged that their children were
receiving special individual help. Of this group, however, all felt their
children liked receiving the help. All of the parents felt that their child-
ren had benefited.

The fact that 68 percent of the parents reported that their children
were more interested in scItool now than at the beginning of the program
is congruent with the observations of teachers, noted above, but parents
were generally not aware of the reasons for the increased interest.

Fifty-eight percent of the parents reported that their children do some
reading at home, but only 8 percent noted any changes in their children's
reading habits. Somewhat inconsistent with this is the fact that 30 percent
of the parents felt that their children were reading more (in general) than
in January. Approximately half of the parents noted improved spelling
skills, more writing activities, and a greater amount of oral conversation.

Most of the parents interviewed (73 percent) were aware of the school's
parent aide program, and 76 r ercent of this group felt that the aides were
contributing significantly to the school's program. Onlythree parents, or
16 percent, indicated that they had attended a parent meeting at school.
Seventy-five percent acknowledged, however, that they had been notified.
Most felt that printed notices were the best method of informing parents
of such meetings. /

A smaller group of parents (37 percent) had heard of the Parent Advi-
sory Committee. Those who had heard about this group had found out by
mail, from friends and teachers, by phone, orin the newspaper. They
had few suggestions as to what the Parent Advisory Group should be doing.
Forty-two percent of the interviewees had heard about the Urban Renewal
Program planned for the area but only one person had any suggestions as
to what was needed in the area - - cleaning of the streets.
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When these parents we, re asked about their "general impression of the
job the Oakland Public Schools are doing in educating the children in your
family? " the following responses were obtained:

Excellent - 2 (11%)
Good - 13 (68%)
Fair . 2 (11%)
Poor - 2 (11%)

None of the parents mentioned any specific problems in the school. Scat-
tered suggestions were given for improving the educational program: more
integration (2), more homework (1), smaller classes (1), increased read-
ing programs (1), a full time psychologist at the site (1), a moratorium on
suspensions (1), and before-school language and science courses (1).

Samples of Teacher and Aide Observations

The reading teachers, working with the teacher assistant, kept periodic
case logs for students in the intensive small group program. These were
used in planning and reviewing individual instructional programs over the
course of the $ emester. The following entries will briefly illustrate the
types of activities and strategies employed with a student in the program.

4-13-66
The unit on mechanics was introduced today. He appeared
amused when informed that his adeptness in usage and
mechanics was not equivalent to his other skills. He
readily agreed.

4-14-66
Analyzed 10 sentences with aim of determining if E. could
identify sentences. He has severe reading handicap. Be-
came frustrated-- eyes downcast, tears appeared.

4-1 9-66
He requested my attention until 2:00--said he could do more
work with me. Mechanics unitworked on terminal marks
of punctuation, and word attack skills.

4-28-66
He asked if I knew anything about conjunctions. He had
concept introduced by Miss Ba and felt he was getting
a lesson devoted to this.
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4-29-66
Assignment given for homework and analyzed the next
day. Student progress good. Confessed he had slapped
the sister who wanted to help him.

5-3-66
Analyzed relationship between parts of a compound
sentence. Seems to have grasped relationship. Unsure
of use of pronoun in second part of compound sentence.
Frequently uses the wrong pronoun. Worked on pronoun
and antecedent.

5-4-66
Introduced term antecedent. Student wanted to know
pronunciation and definition. Will not be deterred from
obtaining material he desires. Wants to pursue a course
he delineates.

At the end of the semester's work these teachers prepared synopses of
experiences, impressions, and estimates of progress. The extract which
follows is presented in illustration.

C.came a long way in developing more positive attitudes
during the past several months. The first month in the
group he was very unsettled, did not p"rticipate in dis-
cussion, and often went his own way either mentally
or physically. As time progressed, he began to par-
ticipate more, his written work improved, and he
began to develop self-control

Periodic reports were made by teachers to the teacher assistant. Brief
synopses of activities and observations were noted and are illustrated in
the following:

Mrs. X

Students discovered lack of library skills; class studied
use of card catalog. Emphasis on group discussion and
writing skills; increasing enthusiasm, participation, and
confidence.

Miss Y

Interest shown by students in books they selected inde-
pendently; interest in context clues, in new articles;
interest aroused in discussing students' current needs.
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Controlled reader seemed too "threatening" as used.

Mrs. Z

Work centered around the Better Speech Campaign--much
interaction between students; improvement with use of
tape recorder. Fact Recall most interesting activity
of week.

Work in all classes on same materials. In preparation
for the West Oakland Urban Renewal studies and visit
by Mr. Kaplan of Urban Renewal, we read news mag-
azine covering the Watts riots. My intent here was to
get students to look for causes of what happened in
Watts. I felt that if they were aware of possible causes
in the Watts situation they might look with clearer eyes
at West Oakland. As a follow up of readings we held a
Itnews show" (K. G. 0. ) in which one student acted as
moderator and each of the other students acted out
the roles of Watts residents (mother of 3 sons, police-
man, old resident of Watts, National Guardsman,
unemployed ).

Briefly describe one activity:

From the results of the Better Speech Campaign ( my
classes' tabulation of most common errors) and from
students' compositions and speech, I am attempting to
compile a set of exercises stressing common errors
in sound, writing, and usage among students at this
school. Each exercise is a series of related sentences.
Students are asked to find errors and write in corrections.
This requires very careful reading.

DISCUSSION

The overall impact of the available evaluative information is very en-
couraging, especially since the program has just been in operation for
one semester. It is a monumental task to effect major program innovation,
particularly at mid year.

The fact that students who were in this program were, on the average,
three or more years below grade level suggests that most of them have
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experienced increasingly greater retardation with each successive grade
level in their school careers. Instead of dropping farther behind, the
group averages have generally "held their own, " so to speak, with month-
for-month increases. It is also very significant to note that both teachers
and parents have reported improved student interest and motivation. It
is reasonable to speculate that there may be some relationship between
the improved rate of progress and improved feelings toward school.

The lack of increase in reading vocabulary scores should be examined
carefully. While this sub test is probably the most speeded test in the
battery, the time factor was constant in both pre- and post-testing. The
lack of a sufficiently developed reading vocabulary will undoubtedly pre-
vent maximum development in other language arts skill areas.

During the course of the first semester's operation there have been
opportunities for refinement of overall organization; new equipment and
materials have arrived and have been explored; and teachers have had
the benefit of experimenting with, or exploring, a variety of innovative
instructional methods. With many of these developmental hurdles crossed
it might well be anticipated that the progress of students next year may
be even better--that they will come yet closer to average grade level
performance.

If one accepts the responses of parents in the small interview sample
as representative of a larger group of parents, the interview responses
contain important implications for the area of home-school communi-
cation. It was somewhat surprising to discover that less than half of
the parents of students in the "intensive" program were aware of their
children's involvement in the formed ESEA program. The reasons for
this are not clear. Perhaps students of this age do not inform their
parents as fully as might be expected. Perhaps they have accepted the
program as a "routine" type of experience which may speak well of
the general atmosphere of rapport. Few parents had, however, come
to the special meetings even though 75 percent of them were aware of
them. The data do not reveal why. Since the parents have been getting
printed notices, this vehicle of communication might profitably be used
to more fully informparents regarding program goals, services, and
how parents can do their part in assuring maximum benefits to their
children. There appears to be a positive feeling on the part of most
parents regarding the job the Oakland Public Schools are doing. However,
enlisting the active support of the parents continues to be a challenge.
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SUMMARY

Approximately 320 students at McClymonds High School have been in-
volved in a special remedial and corrective project focused in the area
of the language artsoral, read, and written. Limited auxiliary services
in the form of clerical services and parent aide attendance workers were
provided. The certificated teaching staff of the English department was
augmented by the addition of six reading teachers. A variety of supple-
mentary instructional materials and equipment was provided.

Achievement progress made by the total group of ESEA program stu-
dents over the three-month test-retest interval generally equals or ex-
ceeds a month for month rate except in the area of reading vocabulary,
in which no significant progress was evidenced. The mean achievement
level of the "intensive" remedial group students was higher in all areas
tested at the end of the program than at the beginning. In only two areas,
"Reading Comprehension" and "Mechanics of English", were these gains
statistically significant. While no "control" group data are available, it
is readily apparent that month for month progress found in most test areas
is greater than what would ordinarily be expected for a group which in ten
or eleven years has fallen more than three years below grade level during
their school careers.

The evaluative opinions of teachers and parents were clearly favorable.
Both groups noted greatest improvements in the area of interest in and
motivation for school. The fact that only 3 of the 19 parents interviewed
reported they had attended special parent meetings and less than half were
aware of their children's involvement in the "intensive" program empha-
sizes the need to continue efforts to improve home-school communication.
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Teachers' Questionnaire - ESEA Program
At. Senior High School, Spring 1966

A survey of faculty evaluative opinions and comments is being made

in all ESEA schools now, at the end of the first semester of program
operation. The results of these questionnaires will be incorporated in the

report to the State Department of Education which will be prepared this

summer.

Although some general types of information regarding teaching exper-

iences and present teaching roles are being asked, there will be no effort

to identify responders. This information will be used solely for grouping

responses for analysis.

1. For how many years have you taught?

2. Is this your first year at this school?

3. Are you working primarily with the
73°k) (27%)

basic English classes 1.41 small group instruction program
(regular English Teacher) (ESEA Reading Teacher)

4. In your opinion, how effective has the present organization of having

regular English teachers cooperatively working with reading teachers

been in improving the language skills of students at McClymonds?

S13%) 127.1) 53%) 7% Not

I 2 [Extremely', 4 I Very Effective iij very I

effective

Comments: =41.11110.*

.11110.10011111014=0,

effective effective

See attached tabulations of comments

mgw.11011111111,11111,

Not
1 at all

effective

5. How many class periods per day have you had this semester?
67% 20% 13%) No

4 periods 3 5 periods 2 response
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a. If 4 periods, do you feel
the extra preparation
period has increased
your teaching effective-
ness?
100%)

Yes, definitely

Yes, a little

No

Do not know

Comments: (for Question 5)
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b. If 5 periods, do you feel that an
extra preparation period would
increase your teaching effective-
ness?

(3311

Yes, definitely

Yes, a little

No

Do not know

See attached tabulations of comments

6. To what extent have you made use of the supplementary instructional
materials provided under the ESEA program?

tri ised them
extensively

53% (13%) (13%)
Used them Used them I 2 I Have not
Occasionally infrequently used them

53%) 20%) (27%)
a. Have quantities been sufficient? Yes No I 4 INo Re-

sponse

2

b. Overall, how would you rate their effectiveness?
47%) (27%) 7%.= Excellent Very Good

Good

(224)
Fairt:PoorILINo Re-

sponse

c. Please describe 2 or 3 types of ESEA-provided materials which
were effective, those which you would recommend for continued
use.

See attached tabulations of comments

,..0.11.1
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7. To what extent have you made use of the audio-visual equipment
(Tach-X, Controlled Readers, tape recorders, etc.) provided
under the ESEA program?

40% S40%) (13%)

E-DUsed it alUsed it 1.2 jUsed it 1 I Have not
extensively occasionally infrequently used it at all

40%) (53%) '7%)

a. Have quantities been sufficient? 6 Yes 81 No I 1 Nspo

b. Overall, how would you rate the effectiveness or value of the
audio-visual equipment?

.111%) Aye) Lt1.) irs) asj et)
LuExcellent LidVery Ii Good 11.1 Fairil poor W'go re-

good sponse

c. Which type of equipment has proved most effective?

See attached tabulations of comments

8. In your opinion, has the work of the parent-attendance workers had
an effect on the attendance of students in your English classes?
(13%) Yes, (10)

marked LJ.ZI Yes, some
improvement improvement

Don't know

9. How valuable have the ESEA clerical services been to you in the
preparation of materials, tests, worksheets, etc. ?

Very 40%) 13%)21 % )

3 valuable Valuable Of little 21 Of no
al'ic) 13%)No re-

sponse
value value

10. For each of the following areas please indicate zczu estimate of the
results which were achieved with the majority of students with
whom you worked in the ESEA nrogram .
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'positive
.

Marked IModerate
!positive

results I results

Limited' No
positive results
results evident

No
Response
.

Improvement of .

a. oral language skillsi (7%) 11(47%) 7 (40%) 6 (7%) 1

I

IImprovement in I

reading compre-
1(53%)b hension 8 (33%) 51(7%) 1 (7%) 1

Improvement in
c. word attack skills (53%) 8 (27%) 4 (13%) 2 (7%)

Improvement in 1

written language I

d. expression (content) (27%) 41(33%) 5 (27%) 4 (7%) 1 (13%) 2

Improvement in
motivation for I

e. learnin: 1(47%) 7 (33%) 5 (20%)

Improved study I

habits (attitude and
. mechanics (7%) 1(33%) 5 (33%) 5 (20%) 3 (7%)

Increased self . I

g. confidence 1(47%) 71(40%) 6 (7%) 1 (7%) 1

11. Please cite two or three features of this semester's ESEA program
that helped you most to do effective work with the students.

See attached tabulations of comments

0=0

12. What problems were there in this semester's ESEA program which
may have limited the effectiveness of your work with the students?

See attached tabulations of comments
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Attachment to Teachers' Questionnaire - ESEA
Program at McClymonds High School, Spring 1966

Question 4 - Summar of comments (frequency of mention)

Need to spend more time on basic skills - 2
Team approach good but takes time to perfect - 4
Team approach better with brighter students - 1

Small group particularly helpful - 2
Results will become more evident as program continues - 1

Need clearer statement of objectives -

Question 5 - Summary of comments (frequency of mention)

Need period because of extra forms, etc. - 1

Used time for lesson development, innovation - 4

Special class projects require much preparation - 2

Adequate preparation essential to good instruction - 2

Five period day is very demanding in terms of finding time for

paper correcting - 4

Question 6 - Summary of comments (frequency of mention)

Tach - X (tachistoscopic filmstrip ) - 1
Controlled reader - 2
Prepare study sheets (dittos) - 2
Roosevelt Grady - 1
New Worlds of Literature - 3
Recordings of Negro Poetry - 2
Sets of books, e.g. , Native Son - 1
Oral Language Guide (McClymonds) - 1
Catcher in the Rye - 1
Reading skill booklets - 5

SRA Kits - 4
Plays for Modern Youth-1
Lord of the Flies - 1

Nectar in a Sieve - 1

Question 7 - Summary of comments (frequency of mention)

Tape recorder - 8
Controlled reader - 7
Phonograph - 2
Tach - X - 3
Motion Picture projector - 1
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Question 11 - Summary of comments (frequency of mention)

Team approach - 3
Clerical Services - 1
Attendance workers (parent aides) - 2
Special equipment and materials - 5
Class size - 5
Freedom to experiment, innovate - 2
In-service activities, speakers, exchange of ideas - 5
Homogeneous (special needs) grouping - 1
Preparation time - 1

Question 12 - Summary of comments (frequency of mention)

Need for more planning time - 2
Too much standardized testing and paperwork - 2
Need more communication between team members - 2
Need for familiarity with more/better techniques 1

Interruptions, need for continuity - 2
Midyear start was difficult - 2
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Early in February, 1966, the new Elementary and Secondary Edu-
cation Act (ESEA) program was begun in a number of the Oakland
Public Schools. The puri5ose of the program has been to help students
improve their reading, writing, and speaking abilities.

During the month of June, representatives of the Research De-

partment of the Oakland Public Schools will be conducting an interview
survey of many parents whose children have been receiving help under

this new program. The purpose of these interviews will be to attempt
to find out the opinions parents have about the ESEA program.

Within a few days an interviewer will be calling at your home.
I hope that you will be able to take the time for the interview. Your
views and opinions will be very helpful to us as we evaluate our pre-
sent program and plan for the future.

Sincerely,

at4Ad detwer-e_____ -
Alden W. Badal
Director of Research
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This cover sheet used
for all levels of Parent
Interview Questionnaire

ESEA PAREN T IN TERVIEW

Interviewer

Date Letter Sent

Resident's Address .

Date Assigned

EDNo Letter

Apt. Number

Call No. Date Hour Result of Call

1

2
.

3

Time IntervieW Began Time Interview Ended

Comments:

FMM:ld
5/27/66
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ESEA INTERVIEW QUESTIONNA RE
(Senior High)

Hello. I'm , a member of the survey team from the
Research Department of the Oakland Public Schools. May I come in
and talk to you?

We are talking to parents throughout the area to get a few of your ideas
or opinions of the new Elementary, Secondary Education Act govern-
ment program in the schools. It is also referred to as the ESEA Pro-
gram.

1. You have a child in at

Is that correct?
(name) (level) (school)

A Yes B No =I
la. IF YES: Since this is a survey requiring some questions I'm

going to ask, I'll first say that any comments you make will be
strictly confidential with no reference as to names or ad-
dresses.

IF NO: Oh, I'm very sorry. We are only interested in talking
to parents in the area who have children in the Oakland Public
Schools. Thank you very much anyway.

2. Are you familiar with the new program in the schools which began
in February of this year?

N % N %

A Yes 10 52.6 B No 9 47.4 E=3
Total--1 9

2a. IF YES: Could you tell me some of the things you know or have
heard about the program?

IF YES: CHECK OFF ITEMS IN QUESTION 3 AND IF ANY ARE
OMITTED, ADD THEM WITH: In addition to those
you mentioned--

IF NO: GO DIRECTLY TO NUMBER 3
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3. MENTION ALL ITEMS IN YOUR OWN WORDS: Well, briefly, some
of the changes are:

A .Mo re teachers...(Hired) D New reading programs..
B Parents for E New language programs._

attendance work.._(Hired) F New supplies and
C Reading specialists__.(Added) equipment

(Started)
(Started)

(Started)

4. Now, I'm going to ask some questions about your feeling regarding
's activities in School.

5. But first, for how many years have any of your children attended
School?

6.

A Less than 1 year
B 1 to 2 years
C 3 to 4 years

Total--19

N
4
9
1

%

21.1
47.4 .

5.3

D 5 to 6 years
E More than 6 years

N
0
5

%

26.

All right, I believe we have mentioned the changes in all the schools.
Have you noticed any changes at School since last January?

N % N %
A Yes 7 36.8 B No 12 63.2

Total--19
6a. IF YES: What is your opinion of School now com-

pared to last January before you noticed these changes? Is
it much higher, somewhat higher, about the same, or lower?

r=
N % N

A Much higher 4 57.1 D Lower 0
B Somewhat higher 3 42.9 E No opinion 0
C About the same 0

Total- -7

D
7. What is your opinion about is ability to do the work in

school now as compared to last fall? Would you say the work is
much more easily understood now, somewhat more easily under-
stood now, or a little more easily understood now, or hasn't there
been any change?

%
A Much more easily understood now 5 26.3
B Somewhat more easily understood now 6 31.6
C A little more easily understood now 1 5.3
D No change 7 36.8
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8. Has been receiving any extra reading help since
January of this year?

N %
A Yes 8 42. 1
B No 9 47. 4 LI
C Don't know 2 10. 5

Total- -19
8a. IF YES: Would you say (he) (she) likes it very much, likes it

somewhat, likes it a little, or doesn't like it?
N

A Likes it very much 5 62. 5 D Doesn't like it 0

B Likes it somewhat 3 37. 5 E Don't know 0 I, I

C Likes it a little 0
Total--8

8b. In your opinion, how helpful do you think this extra help has
been? Would you say very helpful, somewhat helpful, a little
helpful, or of no help?

N %
A Very helpful 4 50. D Of no help
B A little helpful 4 50. E Don't know
C Somewhat helpful 0 =

Total--8
9. Now from your observations of , what are your feelings

about (his) (her) interest in school now as compared to last January?
Would you say there's much more interest now, somewhat more
interest now, or a little more interest now, less interest now, or
hasn't there been any change?

N %
A More interest now 8 42. 1
B Somewhat more interest now 5 26. 3
C A little more interest now 1 5. 3 1.=
D No change 2 10. 5
E Less interest now 3 1.5. 8
F Don't know

Total- -19
9a. IF YOU HAVE A CHECK IN ANY BOX OTHER THAN No change:

Well, .what do you think has made this difference?

10. Now a few questions about 's reading. How helpful do
you feel this new government program is in helping (him) (her) to
improve (his) (her) reading ability? Do you feel it's very helpful,
somewhat helpful, of little helps or of no help?
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N N
A Very helpful 6 33.3 D Of no help 2 11.1
B Somewhat 7 38.9 E Don't know 2 11.1 1=

helpful
C Of little help 1 5.6

Total--18
10a. IF EITHER - Very helpful or Somewhat helpful - IS INDI-

CATED: Concerning this improvement in reading, would you
say there is much improvement, some improvement, or a
little improvement as compared to last January?

A Much improvement 4 33.3
B Some improvement 6 50.
C Little impTovement 2 16.7
D Don't know 0

Total--12
11. How much does read at home? Very much, some, a

little, or practically none?
N 7c N

A Very much 3 15.8 D Practically none 6 31.6
B Some 8 42.1 E Don't know 1 5.3
C A little 1 5.3

Total- - 19
lla. IF READING AT HOME IS INDICATED: Off-hand, what are

some of the things (he) (she) reads at home?
11b. IF READING AT HOME IS INDICATED: Have you noticed any

changes in the kinds of material (he) (she) is 'reading as corn-
pared to last January?

N
A Yes 1 8.3
B No 10 83.3
C Don't know 1 8.3

Total--12
11c. IF YES:Well, what are some of the changes?

-

r"-

fl

ii
12. Compared to last fall, would you say (he) (she) reads much more

now, reads somewhat more now, reads about the same amount,
or reads less than last fall? 11

N 7c N 7c
A Reads much rnore now 3 15.8 D Reads less 1 5.3
B Reads somewhat more 3 15.8 2 10.51 3 11

now
C Reads about the same 10 52.6

Total--19
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13. Has there been any change in the amount of writing is
doing now as compared to last January?

A Yes 8 42.1
B No 11 57. 9
C Don't know

Total- 19
13a. IF YES:Does (he) (she) write much more now, write some-

what more now, or write a little more now?
7c

A Writes much more now 2 25. 0
B Writes somewhat more now 6 75. 0
C Writes a little more now 0
D Writes less now
E Don't know

Total--8
14. How does 's spelling ability compare now with (his)

(her) ability last January? Would you say (he) (she)spells much
better now, spells somevohat better now, spells a little better now,
or there has been no change?

7c
A Spells much better now 6 31. 6
B Spells somewhat better 4 21. 1
C Spells a little better 3 15. 8 Li
D No change 6 31. 6
E Spells less well now

Total--19
1 5. Has there been any change in the things talks about

at home now as compared to last January?
7c

A Yes 3 15. 8
B No 13 68. 4
C Don't know 3 15. 8

Total- - 19
15a. IF YES: Well, what changes have you noticed?

I MN I I .10.1 .1 I IA

1 6. As compared to last fall, does talk much more now,
talk somewhat more now, talk a little more now or there has been
no change?

N
D No change 6 31.6
E Don't know 0

N
A TalkS much more now 5 26. 3

B Talks somewhat more now 4 21. 1

C Talks a little more now 4 21. 1

Total--19
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17. How about (his) (her) ability to pay attention to what others are
saying as compared to last January? Do you think (he) (she) listens
much better now, listens somewhat better now, listens a little
better now, or hasn't there been any change?

A Listens much better now 6 31. 6
B Listens somewhat better now 6 31. 6
C Listens a little better now 2 10. 5
D No change 5 26. 3
E Don't know 0

Total-- 19
18. Now, some information about library

library books home?
books. Does bring

A Yes 5 26. 3
B No 13 68. 4
C Don't know 1 5.3

Total--19
18a. IF YES: Which library does (he) (she) usually bring them

from?
N

A Public 2 28. 6 C Home 0 C=1.B School 5 71. 4 D Don't know 0
Tota1--7 (Includes parent response to more than

1 item)
18b. IF YES:How does the number of books (he) (she) takes out

now compare with the amount (he) (she) was taking out last
fall? Would you say many more now, more now, a few more
now, or hasn't there been any change?

N % N
A Much more now 1 20. D No change 1 20.0
B Somewhat more 1 20. E Don't know 0

now
C A little more now 2 40.

Total--5
1 9. How much homework does bring home? Would you say

very much, some, or a little?
N

A Very much 4 21. 1 D None 3 1 5. 8
B Some 8 42.1 E Don't know O.
C A little 4 21. 1

Total- -19
19a. Compared to last January does (he) (she)bring home much

more now, somewhat more now,4 or a little more now?
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A Much more now 4 21.1 D No change 10 52. 6
B Somewhat more now 4 21.1 E Don't know 1 5.3
C A little more now 0 I I

Total- -19
19b. Compared to last January how much time would you say (he)

(she) spends on (his) (her) homework, much more time now,
somewhat more time now, or a little more time now, or
hasn't there been any change?

N %

A Spends much more time now 5 26.3 D NO change 6 31.6
B Spends somewhat more time 5 26.3 E Don't knowl 5.3

now E-7
a Spends a little more time now2 10. 5

Total--19
20. Have you noticed any changes in 's attitude toward

(his) (her) homework since Vst January? %
A Yes 21.1
B No 13 68.4 I i

C Don't know 2 10.5
Total--19

20a. IF YES: Well, what changes?

21. Perhaps you have already told me this, but did you know that Oak-
land Public Schools have employed parents and community resi-
dents to assist teachers to work with student attendance?

N % N %
A Yes 13 72.2 B No 5 27.8 1-1

Total- -18
22. Have you talked to any of these teacher assistants?

N % N %
A Yes 7 36.8 B No 12 63.2 r=

Total- -19
22a. IF YES: What is your opinion concerning the value of this

help for teachers and students? Would you say this help is
very valuable, somewhat valuable, a little valuable, or of
no value?

N 'Ye N %

A Very valuable 5 71.4 D Of no value 1 14.3
B Somewhat valuable 1 14.3 E Don't know
C A little valuable 0

Total-7
23. Have you been able to attend any of the parent meetings held at

McClymonds High School since the first of the year?
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N Te

A Printed notices 13 65.0
B Telephone calls 6 30.0 I=
C Other (Specify) 1 5.0

Total--20
25. Have you ever heard about the Parer.t Advisory Committee at

McClymonds High School?
N % N %

A Yes 7 36.8 B No 12 63.2 ED
Total--19

25a. IF YES: How did you find out about it?

ay for the school to notify parents about meetings
for parents?

25b. IF NO: GO ON TO QUESTION NUMBER 26.

N Te

A Printed notices 13 65.0
B Telephone calls 6 30.0 I=
C Other (Specify) 1 5.0

Total--20
25. Have you ever heard about the Parer.t Advisory Committee at

McClymonds High School?
N % N %

A Yes 7 36.8 B No 12 63.2 ED
Total--19

25a. IF YES: How did you find out about it?

26. What do you feel this Parent %dvisory Committee should be doing..
.. how can this group help to improve the educational program at
McClymonds?

25b. IF NO: GO ON TO QUESTION NUMBER 26.

N %
A Don't know 14 82.4
B No response 3 17.6

Total--17

26. What do you feel this Parent %dvisory Committee should be doing..
.. how can this group help to improve the educational program at
McClymonds?
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N %
A Don't know 14 82.4
B No response 3 17.6

Total--17
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27. Have you heard about the special plan which is being developed for

the McClymonds area? It's called the McClyrnonds Problems and

Urban Renewal Proposal. N

N % B No 11 75°7.9 E
A Yes 8 42.1

Total--19
27a. IF YES: How good do you think this plan is?

N % N

A Excellent 4 50. D Fair 0 ....
B Very good 4. 50. E Poor 0
C Satisfactory 0

Total--8
Comments:

28. What do you feel would be the best way for the school to keep
parents informed about important school matters?

Comments:

29. What is your general impression of the job the Oakland Public
Schools are doing in educating the children in your family? Would
you say excellent, good, fair, or poor?

N % N %

A Excellent 2 10.5 D Poor 2 10.5 r="3

B Good 13 68.4 E Don't 0

C Fair 2 10.5 know
Total--19

30. Now, as a paren,t, have you had any problems in working with the

school?

31. What suggestions would you make to the Oakland Public Schools
to improve the educational program for your child?
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Impressions a a STEP Essay Rater

ESEA program - (Rater Al

generafly , the essays seem to reflect a picture of at
least average minds (see.ltingly in a majority of cases anyway) struggling
to cope with the accepted standards of "style" and "conventions." In general,
students perform better "stylistically" than they do in the wide realm of
ft conventions. " In a great number of cases, the writing flows beautifully,
in terms of syntactical patterns. It is spelling and the entire punctuation-
capitalization complex which seems to drag most of these essays down to
various levels of sub-literacy. Also, a great many display sentence struc-
ture breakdowns--chaotic, distorted, jumbled "word hashes" which, irdni-
cally, probably do not appear orally, or somehow do not disrupt communi-
cation when the speaker is talking to members of his own non-standard
English-speaking group. Somehow, the process of writing may slow down

or distort the mental flow of utterances most people of any group are cap-

able of. Perhaps future remedial English teaching could center around

narrowing the gap between spoken and written English, especially when
instructing minority group children or children from homes in which
another language is spoken. Perhaps one small mode of attack would be

reducing initially the importance attached to punctuation and spelling, thus

"freeing" academically-limited students from the ovarwhelming task be-
fore them. The essays suem to reflect a syntactical and mental paralysis
induced by an awful awareness of "literate" conventionspunctuation,
usage, etc. So many booklets are profuse with erasures and scribbles--
and blank spaces.
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Im ressions of a STEP Essay Rater
...IMMO MOM

ESEA Program - (Rater B)

One of the first things I noticed in reading these essays was their
F.1

vividness, awareness of and enjoyment of life. They contrasted tremen-
dously with the bland, aloof style in which the comparison essays were
written. Many times I felt frustrated when.I had to rate an essay "2" or .1
"3" when the insights in it showed a more mature outlook than the "4" or
"6" comparison essays.

The essays were usually more lively, more direct, and made much
more interesting reading than the comparison essays of the same level.
Often, however, essays had to be rated down because of extensive prob-
lems of usage and mechanics. These factors added to confused or non-
existent organization seemed to make impossible the ordered, sequential,
logical development which we ordinarily associate with good thinking and
good writing.

Even the best essays were much less abstract than the example essays.
Where a level 3 example essay might speak in general about the behavior
of American families, a test essay most often showed the writer's own
family. These essays inade exceedingly interesting reading because of
the use of concrete detail. One has the feeling that, once trained, many
of these students would do very well in fictional creative writing.

Indeed, every tenth or fifteenth essay seemed to reveal a really active,
imaginative, observant, energetic personality. The use of sensual im-
agery often made ideas vivid that more mechanic...11y correct writers
made dull and boring. Also I found dialect usage to be sometimes direct
and forceful. Traditional teachers who see only usage or grammar
"terrors" in students' speech and writing may well be overlooking and
failing to encourage communications skills which even the "poorest" stu-
dents have.

Observations

Teachers must revise traditional ways of looking at student writing.
The most important use of writing is to communicate ideas and observa-
tions. If nagging about technicalities destroys the students' interest in
communicating, writing will be only an empty exercise. It might also be
wise to look at other aspects and characteristics of-schools which tend to
limit or destroy studeits' desire to communicate ideas and observations.
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EVALUATION OF ESEA TITLE I PROJECTS

PHILADELPHIA PUBLIC SCHOOLS



CONTRACTING WITH AN OUTSIDE AGENCY FOR EVALUATION

The volume of research undertaken through Federal program
grants is such that many school districts, both large and small, find
themselves faced with the problem of evaluating a large number of
projects with insufficient staff and facilities.

The Philadelphia Public Schools embarked on 29 projects
under Title I in the spring of 1966. The total professional and ci. rical
staff of the Division of Research was insufficient to do many of the
things that it felt should be done. It therefore seemed obvious that
attempting evaluation of the Title I program would result in failure
both for the evaluation and the ongoing programs. The solution
seemed to lie in contracting for the required evaluation.

The first step was to list the agencies which were qualified to
perform the type of service required. Each of the suggested agencies

was then carefully studied to arrive at an informed judgment as to its
capability for undertaking the proposed contract. The following
questions were considered:

1. To what extent is the agency experienced in project evaluation?

2. Has the agency demonstrated ability to develop evaluation in-
struments as needed?

3. Does the agency have an adequate staff for handling the number
of projects involved?

4. What is the machine and clerical capacity of the agency?

5. Does the agency have an adequate margin of capability above

present commitments?

6. Can the agency assigr a sufficient number of staff members to
the contract to provide for simultaneous evaluation of projects?

7. How responsive would the agericy be to emergencies?

8. What are the qualifications of the agency's staff in terms of
training and experience?

9. What would be the probable cost elements involved in pricing
the contract?
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The number of agencies under consideration was not very great,
and several of them were quickly eliminated because of a marked in-
adequacy in one or another of the aspects considered important. As
the survey of agencies proceeded, one or two agencies were concentrated
on. The final result of this process was the selection of the Franklin
Institute Research Laboratories to perform the evaluations required
under Title I.

The Institute has long had a national reputation for research in
social and scientific areas, and it has performed evaluations similar
to the one required for the Federal government and other agencies.
Staff members are very satisfactorily qualified in terms of training,
experience, and variety of capabilities. The Institute is a non-profit
organization which tends to cut costs. It is well able to construct
suitable instruments to meet needs that cannot be filled by materials
already available. One of its greatest assets, which could not be
matched by any other agency, was its proximity to the administrative
offices of the school district. This made possible frequent and spur-
of-the-moment conferences between the evaluation staff of the Insti-
tute and the personnel of the Division of Research. Another strong
advantage was the Institute's printing facilities, which eliminated
undue delays in the production of materials.

When the choice of agency was approved by the Board of Educa-
tion and the contract was let, the Director of R esearch arranged to
establish a working relationship between the s ff of the Institute and
that of the school district. In a joint meeting the directors of all
projects and the Institute's evaluation staff, the relationships between
the two staffs were delineated and the Federal requirement for evalu-
ation was made clear. One person in the Division of Research was
designated to work closely with the Institute's staff so that the Division
of Research would retain primary responsibility for the evaluation,
with the Institute acting as its agent.

The persons assigned by the Institute to the responsibility for
a specific aspect of the Title I evaluation met with the project staff
of the school district as soon as posssible, The projects were
thoroughly discussed so that the evaluation staff had a clear idea of
the objectives of each project, of the methods and materials to be
employed, and of the problems being faced by the project staff.

The Franklin Institute Research Taboratories developed 17
evaluation instruments used for the firit time in Philadelphia's
Title I program. The Institute, staff was immediately available
for "trouble shooting" as material shortages or problems of
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administration developed. All reports required by the State and Fed-
eral governments were prepared by the Institute and channeled through

the administrative offices of the school district.

In Philadelphia the contracting of project evaluation to the Frank-
lin Institute Research Laboratories was a successful solution to the
problem of insufficient research capacity. This initial experience
with Title I was an introductory phase which it is anticipated will be
profitable in further Title I activitie: > The Philadelphia evaluation
contract has again been awarded to the the Institute , and itis hoped that
a full year of Title I will show more adequate evaluation and more
valuable outcomes than were possible in the first brief experiences in
the spring of 1966.

Although eve4y research division would, undoubtedly, prefer to
conduct its own evaluation of all experimentation and innovation within
its district, it is questionable whether research divisions can or should

provide themselves with the staff and equipment to bear the load of
curyent Federal programs. To do so might result in considerable ex-
cess catiacity if at some time the Federal programs should be dropped.

In the present emergency, and perhaps even for future years, it would
seem that the contracting of evaluation to responsible agencies should
have a definite place in the thinking of those responsible for educational
research.

EVALUATION BY THE FRANKLIN INSTITUTE
RESEARCH LABORATORIES 1

PROGRAM-EVALUATION APPROACH

The Franklin Institute Research Laboratories approach to the pro-
blem of evaluating programs for the disadvantaged is based on one in-
escapable fact: few tests have norms for this population. Therefore, we
have attempted to develop unique tools which are applicable to the dis-
advantaged and the teacher who must teach this child; and which are at
least partly tailored to the uniqueness of the particular school system
and program being evaluated.

The following pages are reprinted, with slight editorial change
from Evaluation for Educational Effectiveness, pp, 2-5. Permission
to use these pages was granted by the Franklin Institute Research
Laboratories.
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We attempt to baild into each instrument some items which can
be applied gene rally, and some which have reference to more localized
conditions. Such a mix can be accomplished, we feel, only if the test
developer spends time on-site to gain some insight into the local situat-
ion. Most programs clearly cannot be evaluated using tests already
on the market. And even if positive results are obtained, severe
questions of validity remain.

Because few standardized instruments are available, we approach
the evaluation task without preconceived ideas of the correct "test"
form to use. We may use checklists, or multiple-choice items, or
Likert-type scales, or work-sample procedures. Multidimensional
and multivariate methods are also under development. The measures
presented here demonstrate this diversity.

The Educational Evaluation Team presently is developi.ng a set of
tests directed toward the disadvantaged child which use measurement
techniques devised in our previous efforts. (For example, see the
last measure presented in group IV here, the "Most -Like Question-
naire" -a multidimensional method of measuring self-concept.)

All these techniques are in the experimental stage. When they
are available, data conc ;ming the reliability and validity of these
techniques will be reported to interested individuals. However, we
hope it is apparent that the instruments are unique approaches to the
problems of educational evaluation.

The FIRL approach does not discount traditional testing pro-
cedures with nationally standardized tests when they are applicable;
in fact, more than half of our program may consist of such instruments.
With disadvantaged children, however, results must be interpreted
very carefully. For example, children may show improvement on
an arithmetic test not because of improved facility in arithmetic, but
simply because they can read the test items better. In addition
because children may improve in one subject at the expense of lowered
performance in another subject, we normally recommend across-the-
board testing in all major subject areas.

MEASURING INSTRUMENTS

Educational-evaluation measuring instruments developed or modi-
fied by the FIRL team are of five types:

I. Achievement measures
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II. Teacher- activity measures

ILL Teache r- at titude measures

N. Student-attitude measures

V. Other measures

Each.measure ( or part of a measure ) is described briefly below.

I. Achievement Measures

A. Mathematical Knowledge (Form B) (selected pages). This
revision of the Glennon Mathematical Knowledge Test is
directed to teachers.

B. AAAS Science Test (Form B) (selected pages). This open--,
ended tost has been revised into a multiple-choice format
and is given to teachers.

C. Art Questionnaire for Elementary School. This test con-
sists of questions of knowledge and of attitude toward art
in about equal proportions.

D. Vocational-Training Questionnaire. This questionnaire
asks questions pertinent to knowledge about jobs and job
opportunities.

II. Teacher-Activity Measures

A. Counselor Checklist. Counselors indicate the amount of
time spent working at various activities.

B. Counselor-Aide Checklist. Counselor Aides indicate the
amount of time spent working at various activities.

C. Music-Teacher Checklist. Grade teachers indicate the
amcunt of time they spend teaclung 27 activities, 10 of
which are musical.

D. Art Inventory. Art and grade teachers isiglicate whether
they can teach various art experiences and whether they
have taught them during the preceding year.
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E. Academically Able Teachers' Questionnaire (selected
pages). Teachers are asked how often they have used
various techniques in extra classes. This also includes
some attitudinal items and some questions of information

F. Kindergarten Teachers and 14,- Ader arten Aides Question-
naire (selected pages). Kindergarten Teachers and
Aides indicate how much time they spend on various
activities.

G. Teacher and Teacher-Aide Questionnaire (selected pages),
Teacher and aides indicate how much time they spend on
various activities.

H. Art Questionnaire for Elementary School. See item IC.

III. Teacher-Attitude Measures

A. Attitude Survey. This Mathematical Attitude Survey is
given to the teachers who took the Mathematical Know-
ledge Test (see sample TA).

B. Title I Survey (selected pages). Given to teachers in all
Title I programs, this survey assesses feelings about
Title I programs, disadvantaged students, and related
concepts.

C. Teacher Survey. Given to teachers in Title I programs,
this survey attempts to uncover the teacher's concepts of
the child.

IV. Student-Attitude Measures

A. Semantic Differential for Remedial Readers (selected
pages). This test is given to students in reading pro-
grams on a pre-post basis to measure attitudes toward
school, reading, teachers, self, and related items.

B. Student Questionnaire (vocational traininA) (selected
pages); This measure is applied to vocational-training
students to determine why they came to the program, how
much they liked it, and what they thought of it.
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C. Academically Able Questionnaire for Students (selected
pages). Thiz. questionnaire was designed like the student
Questionnaire used in the vocational training program.
In addition to the items listed above, this asks about
specific areas of accomplishment (such as grammar and
speech) and about job attitudes.

D. Music-Attitude Test. Students are asked which of pairs
of activi.ties they prefer. Musical activities are corn-
pared to nonmusical activities.

E. Most-Lil.e Questionnaire (selected pages). This question-
naire is given to students to evaluate self-image. Several
forms must be used in a balanced design. One out of
five pages- of one of six counterbalanced forms is shown;
within the,six forms, all possible triadic combinations
of twelve concepts are given.

V. Other Measures

A. School-Comm, Parents'
Questionnaire. This questionnaire was given to a
sampling of parents to measure reactions to the coordi-
nator program.

B. School-Community Coordinator Program, Coordinators'
Questionnaire. This questionnaire was given to coordi-
nators to determine extent and type of coordinating
activities.

In addition to the tests listed previously, the following standard-
ized tests were used:

Stanford Achievement Test - Intermediate I and n, and Advanced

Test of Academic Progress

School and College Ability Test (SCAT)

What I Like To Do

Academic Promise Test

Differential Aptitude Test (DAT)

-453.
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School Mathematics Stiidy Group (SMSG) Test-Forms A and B

Sequential Tests of Educational Progrese (STEP) Reading
Forms lA and 1B

STEP Social Studies Forms lA and 1B

STEP Tests 2 through 46(24 forms)

Gates Reading Survey

t
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